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ABSTRACT 
This study investigated perceptions of the skills needed for employment in the 1990s and 
beyond. It was set against a background of considerable change in employment both 
within education and in the world of work; these changes, in the highly competitive 
situation that existed, called for the successful development and implementation of skills 
that were general to all occupations. The study identified the range of skills encompassed 
within such general terms as transferable skills, core skills, key skills etc. In addition, the 
teaching methods associated with the development of such skills were investigated. 
The perspectives of employers, and of students and teachers in Higher Education were 
examined in a direct fieldwork inquiry involving case studies and in a comprehensive 
review of the literature. It was possible, therefore, to compare employers', students' and 
teachers' views of the skills required for employment both from the literature and the 
fieldwork, using within and between group analyses across and between the fieldwork and 
literature generated data. 
The study has 
drawn together and summarised information gleaned by over thirty previous studies 
extended the general literature on the subject of transferable skills 
highlighted the teaching methods necessary to develop transferable skills 
trialed repertory grid technique as a means of investigating skill attributes in 
greater depth 
The study identified that there was considerable agreement between employers, teachers and 
students about sixteen skills required overall. More particularly, all three groups most 
frequently identified personal coping, communication and interpersonal as necessary skills. 
The degree of emphasis varied slightly for the remaining skills. The study also identified a 
variety of teaching methods for developing the skills and indicated which teaching methods 
were considered most appropriate for each skill. 
Recommendations are made for enhancing teachers' abilities to develop these skills for 
themselves and for their students. 
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CHAPTER 1 
BACKGROUND TO THE STUDY 
The intention of this chapter is to provide an insight into the forces that drove this 
comparative analysis of employers', students' and teachers' views of the general skills 
required for employment. My reflections on professional experience within the field of 
teaching are presented inasmuch as they provided the background against which the 
study was set. These indicate the experience that generated the curiosity and interest 
that was to fuel the research. It is my view that education encompasses teaching and 
learning on the part of students and teachers and this formulated the decisions about what 
would be worthy of research. Worthiness was judged to embrace investigation of issues 
that would raise awareness of what skills were needed for employment, provide useful 
information about how those skills could be developed and contribute to the 
understanding of successful demonstration of skill possession. 
Salient issues within the background will be highlighted with illustrations from 
published materials. The issues, and the manner in which they are reported, will 
inevitably reveal the personal interests, attitudes, and prejudices that were held at the 
commencement of the study and which, once made explicit, could be subjected to 
scrutiny by me and by readers of this thesis. 
Throughout this thesis, the term 'industry' has been used to describe all fields of 
employment, in both professional and public forums and should not be taken as 
prescriptive to anyone single field of employment. 
1.1 Introduction 
The essence of the interest for this study was instilled some 15 years prior to the 
commencement of formal investigation and arose from involvement in the teaching of 
1.1 
applied science to students engaged in vocational courses. In conjunction with this I 
was teaching pure academic subjects to students who possessed '0' level certificates and 
who were keen to progress to Higher Education. The overt differences between the two 
teaching situations were twofold. First, there was the teaching of applied rather than 
pure subjects to students. Second, there was the comparison between students who \\ere 
naively antagonistic towards science and, in many instances, to studying itself with those 
who were relatively experienced and motivated towards the learning of science subjects. 
The experience of these differing situations led, in the first instance, to the pursuit of two 
major concerns. 
1.2 Concerns which Instigated the Research 
The first anxiety related to the diverse degree of awareness on the part of subject 
specialists of the need for relevance of the subject material, in other words for scientific 
principles to be applied to practical contexts. Teachers who had been entrenched in 
teaching pure sciences to '0' and 'A' level standards, and were generally based in 
specialist science departments, were called upon to service courses of a 'craft' or 
vocational nature. This frequently entailed teaching students who had 'failed' or avoided 
sciences during their compulsory education experiences. Teaching staff varied in the 
consideration they gave to the need for a different approach to the teaching of their 
subjects. The following demonstrates the range of responses observed: 
I) one teacher who presented the same content delivered in the same manner 
for all student groups, 
2) another teacher who personally participated in the vocational course 
and achieved the vocational qualification in order to better 'apply' the 
SCIence. 
In the situation presented by the first teacher the students were being fed the same diet 
that had previously failed to nourish their interest or satisfy their hunger for success. 
The second situation, achievement of an appreciation of the requirements of the 
1.2 
vocational course, relied on voluntary action and the donation of considerable time and 
effort on the part of the teacher. 
At the time in question, in the early 1980s, the particular educational institutions with 
which I was, or had been, familiar did not have an individual with designated 
responsibility for identifying staff development requirements. Recognition for the need 
to develop teachers and expand their practice was also absent from the considerations of 
senior personnel in the colleges, for example the Principal or Vice Principal. The 
culture was not one which provided focus and support for the necessary directions for 
change so the colleges lacked a climate in which teachers could rethink the purpose and 
processes of teaching for the greater benefit of the learners (Maclure 1991). Instead, 
voiced opinions about recognition of the need for updating or retraining were interpreted, 
by those in positions to provide the necessary support, as 'inability to do the job'. The 
result of this was to raise doubts about professional capability. Such interpretations did 
not stem from meanness of character or maliciousness of intent but rather arose because 
of the hierarchical nature of the institutions and the divorce of most senior personnel 
from the teaching role. 
The tradition of the culture was such that authority, and therefore power, was seen as 
unidirectional, flowing down from the pinnacle of the hierarchy. A committee structure 
and devolution of management ethos did not exist at that time so that all responsibility 
for action was, therefore, placed in the hands of the Principal. This resulted in very little 
hi-directional communication, with only restricted information passing from the chalk 
face to the decision making forum. As a consequence judgements were made or, in the 
case of staff development, needs were neglected through a haze of personal preference. 
hiased information or ignorance. Years later experience and reflection have indicated to 
me that the working culture of the institutions mirrored what was a prevalent classroom 
practice of the time. These predominantly didactic interactions had an expert, the 
l.3 
teacher, making all the decisions about the learning requirements of the novices, the 
students. The experience, expectations and existing knowledge of the students were not 
part of the process and students had a very passive role in the teaching-learning 
relationship. The 'aura' of the classroom permeated through other inter-relationships in 
the institutions and the Principal was seen as the expert who 'delivered' to the staff and 
they, in tum, maintained a passive stance in the processes of management, operation, and 
decision making of the institution. 
The second concern related to the perceived mismatch between syllabus content, the 
expectations of students and what the relevant industry would probably require of future 
employees. This dichotomy was further compounded by the form the questions on the 
externally administered examination papers took. These were generally couched in 
highly theoretical and 'traditional' scientific terminology. Similar experiences seemed to 
have existed in Higher Education as demonstrated by a report of graduates' criticisms of 
courses being strongly theoretical and lacking in practical application (Brookfield 1986). 
The concern relating to mismatch was further endorsed with the advent of the British 
Technical and Education Council (BTEC) requirement for the inclusion of modular units, 
based on traditional 'pure' science, into the design of vocational courses submitted for 
approval and verification. In the early 1980s I was involved with writing courses for 
BTEC approval. This led to an awareness that some encouragement to achieve a 'fit for 
purpose' did exist. The Council, at that time however, would only sanction a maximum 
of 10% modification by which 'pure' content, that which had been written for a science 
technician qualification, could be adapted to achieve vocational relevance and course 
appropriateness. This resulted in courses that were largely formulated by academics 
who had little idea of what was actually involved in the relevant career. As a 
consequence the vocational education to which I was first introduced, in the form of that 
1..+ 
presented by BTEC, was little more than 'the re-packaging of an old and time-weary 
product' (Gleeson & Mardle 1980). 
1.3 Skills of Teaching Staff 
Further observations from involvement with vocational courses indicated that many of 
the full time lecturing staff worked in isolation from their particular industry. This. by 
definition, prevented them from achieving the first hand experience that might be 
considered essential for keeping up to date with changes and innovations within their 
industries. Over a period of time they would, naturally, become out of touch with the 
field in general and with the working environment in particular. Tolley (1983) had 
reported similar observations and expressed apprehension at finding colleges full of 
teaching staff who possessed 'obsolete skills'. 
This isolation, again, was not an intentional strategy but arose from environmental 
factors and through attitudinal influences. In the first instance, a consequence of the 
prevalent departmental structure of educational institutions was to isolate groups of 
people in their specific departments; this separation was both physical, mental and 
emotional. The sad consequence of the 'low permeability' of such 'balkanised, 
cubbyhole-like structures' (Hargreaves 1994) was not only to support personal isolation 
but also to encourage the compartmentalisation of attitudes. A possible consequence of 
this was the development of narrow department or discipline focused perspectives. 
In addition, the pressures and rigours of the teaching situation were further compounded 
by the failure of individuals and management to recognise the vital importance of 
maintaining contact with, and participating in, work as an up dating professional 
development process. Indeed, suggestions that staff should be released to work out in 
industry were met with suspicion. Managers saw it as a means by which staff could 
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'have a holiday' and staff took such proposals as adverse insinuations about their 
professional capabilities. 
The existence of teachers who were 'out of touch' with industry had implications for 
students and these effects were ignored. It was my experience that students seemed 
intuitively to recognise and respond positively to recent and relevant industrial 
experience of teaching staff. This often resulted in a different relationship developing 
with permanent staff than that which arose with those staff appointed on a sessional basis 
and who were combining part time teaching with employment in industry. 
A dichotomous situation was noted where full time staff would be consulted for 
'theoretical' knowledge and hints on how to approach the written examination questions 
whereas the sessional staff were sought for information, guidance and expertise relating 
to the arena of the real work situation. In some instances the previous experiences of 
full time staff would be elicited in order to provide a comparison with contemporary 
practices. This would not be a bad strategy if developments or changes were the centre 
of attention but constitutes poor practice if it was merely used to indicate the 'staleness' 
of the teaching staff. 
Such differentiation between the capabilities and experiences of teaching staff and the 
expectations of industry was given further emphasis by comments from industrial 
personnel to students during the work experience components of the courses. Criticisms 
relating to students learning one thing in college but having to do something different out 
in the 'real' world were common feedback from students upon their return from work 
placements. These criticisms suggested the existence of a gap between what was being 
'preached' in education circles and what was 'practiced in the field'. This reinforced the 
notion that, in this instance, education was not able to meet the requirements of the 
industries concerned in relation to skills necessary for employment and that employers 
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would have to 're-educate' any student they employed. Such a practice would incur both 
expenditure on the part of the student and the employer, in terms of time and resources, 
and loss of potential output. 
Given the number of years since most of the teaching staff had been employed within 
their industry, this was, perhaps, not a surprising situation. The problem was 
compounded if the same staff had not actively been involved with, nor encouraged to 
participate in, the work situation. Both factors are important, particularly as Kedney 
(1988) has warned of the transient relevance of both academic qualifications and 
industrial experience. The major hurdle, of course, could have been the perception, 
recognition and/or acceptance that such a gap existed (Bright 1989). Teaching staff, at 
that time, were very autonomous in classroom practice and, as has been indicated at the 
beginning of this section, worked in some isolation from any contact with other 
specialists in their fields. Greater and more appropriate interaction with those working 
in the relevant sector would have indicated any anomalies. 
1.4 Teacher's Contact with Industry 
Teaching staff were not totally restricted from contact with industry because most 
vocational courses contained a work experience component for the students and time was 
allocated for teaching staff to visit the work placement. This arrangement was felt to 
provide an opportunity for teaching staff to keep up-dated and familiar with the situation 
in their particular industry. This suggests that it is contact itself that is important but 
Wright (1990) warned that interactions must have a focus and a purpose to achieve 
anything worthwhile. 
The difficulty arose in that the purpose of the visits to work placements was, in fact, to 
discuss the particular student's performance with the placement supervisor and to 
identify any problems or difficulties arising from the student's work. The centre of 
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focus for teaching staff was, therefore, on the student and, as such, visits were not only 
restricted in time allocation but also in the direction of perceived purpose. Such \'isits 
would not, therefore, be particularly successful in providing opportunities for staff to 
absorb a great deal in relation to changes to industrial practice or for them to develop 
new skills themselves. 
Any specific differences, for example with regard to techniques, procedures, or 
strategies, were often identified in the students' behaviour when they returned to the 
college after work experience. For instance, in catering the teachers emphasised 
stringent hygiene and safety measures in the college environment but these practices 
became modified during work experience reportedly for reasons of cost, resource 
availability and/or time factors. The difficulty recognised here was that reliance had 
then to be placed on the accuracy of student understanding of and memory for 
differences observed and on their ability to demonstrate or report their experiences in the 
workplace environment. This might be considered an unreliable feedback process. 
The foregoing certainly suggests that there had been changes in the job requirements 
between the period of time served by teachers in their relevant employment fields and 
the time of them imparting their knowledge and understanding to students. This will be 
examined in Section 7.7. Endeavours to make education more relevant to work 
requirements resulted in changes in courses which, in turn, generated changes in 
pedagogical skills required of teachers during the same period. This is discussed in the 
next Section. 
1.5 Changing Skills Requirements 
The formulation ofBTEC in 1983 and introduction of the National Council for 
Vocational Qualifications (NCVQ) in 1986 had dramatic repercussions for everyone 
involved with courses leading to employment. Within the organisation of the awarding 
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bodies (BTEC and NCVQ), Industry Lead Bodies (ILBs) became involved with 
vocationally orientated courses. The ILBs consisted of individuals who were, in the 
large part, closely linked with the particular vocational field of the course. The ILBs, 
therefore, formed a strong link between the vocational course and its industry as the 
courses were overseen, on a national basis, by a majority of individuals who were 
actively employed within the industry (although occasionally a few members were drawn 
from education). Strict guidelines and requirements were given by these bodies 
regarding course structure, content, assessment and associated records, all of which were 
examined and verified by representatives of the awarding bodies. A similar situation 
existed to that identified by Lieberman & Miller (1979) whereby teachers were playing 
little part in setting the goals but were being held accountable for outcomes. 
These innovations called for the adoption of methods of operation which had not 
previously been common practice in most education organisations. Teaching staff had 
to submit formal documentation describing the objectives of their courses in terms of 
outcomes relating to student behaviour. This necessitated considerable reflection on 
practice and analysis of knowledge and required behaviour by the particular professions 
or work roles. In addition, the ideas had to be concisely presented in written form, often 
in unfamiliar language, for submission to the validating bodies for their approval. 
Courses, and relating teaching practices, were as never before under the scrutiny of 
'others'. 
In addition, the awarding bodies appointed visiting Moderators, who were responsible 
for ensuring that the procedures were being appropriately adopted and a satisfactory 
standard maintained. Again, the majority of these Moderators came from industrial 
rather than educational backgrounds. In order to perform these functions the 
Moderators had access to all documentation, namely course details, student information, 
staff curricula vitae, assessment and evaluation procedures. In addition, they had the 
authority to observe classroom practice wherever and whenever they deemed it necessary 
and appropriate. 
Teaching staff had rapidly to become familiar with and practised in a variety of new 
aspects, for example 
• to formulate and present course material in a formal, structured manner 
for the attention of education based and non-education based people 
• to develop and be proficient in a variety of methods of instruction 
• to demonstrate the ability to develop and adopt varied modes of assessment 
(both subject specific and integrated) 
• to be subjected themselves to observation and evaluation by people external to 
the institution 
• to interact with representatives active in their particular field 
• to maintain an up-to-date knowledge and understanding of the knowledge and 
skills required of their particular industry and 
• to collaborate with others involved with their courses in order to: 
produce integrated assessments 
continually update and improve the learning environment 
and the course. 
Not only did these changes require a range of different skills in teaching staff but the 
situation of autonomy and isolation had been addressed. However, many staff saw these 
innovations as threats to their independence and challenges to their professionalism. In 
addition, the specification for a team approach and continual development of courses 
required time allocation which had not traditionally been incorporated in staff timetables. 
A change in attitude was, therefore, necessary for senior management staff as well as 
teaching staff. I later found that Tjok-a-Tam (1994) and Baker (1992) had, as other 
practising teachers, been driven by similar concerns about these issues to produce theses 
related to management education in Higher Education and team working in post 
compulsory education. The findings of these studies are considered where relevant to 
the themes of this study. 
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1.6 Effects of Incorporation 
When educational institutions became independent corporations in the early 1990s the 
impact of political interventions, market trends and demographic trends had considerable 
influence on the management and organisation of colleges. These changes also had 
implications for the skills and competencies required of staff at all levels within the 
institutions. For example, no longer were any shortfalls in income absorbed by the local 
education authority (LEA). Following incorporation the organisation and its governing 
body became responsible for any 'debts'. Failure to anticipate reasonable change 
became tantamount to risking financial survival resulting, for some, in the introduction 
of redundancies, redeployment and other remedial actions (Stephenson 1979). A 
climate developed which emphasised marketing which, in tum, required the 
identification, anticipation and satisfaction of customer requirements in a profitable 
manner (Wilmshurst 1984). Any ethos of mutual co-operation with respect to other 
educational institutions, for example recommending students to other institutions who 
would be more suited to their requirements, was no longer always considered appropriate 
in a competitive atmosphere. Institutions had to be self sufficient, self regulating and, to 
a large extent, self funding with entrepreneurialism supplementing government funding. 
Furthermore, mandatory financing became more dependent on student intake numbers, 
student retention figures and student performance statistics. 
Incorporation was also seen as providing strong and opportune impetus for all-round 
effective management by the institutions themselves (Cunningham 1993). Colleges and 
universities moved into the true market place and were, therefore, in a position of having 
to sell their wares to the potential client population. Success in this influenced security 
of employment for institutional personnel and survival of the organisations. 
Incorporation reaffirmed the requirement for many changes in practice, attitudes and 
skills, the formation of which were necessary for working in an economic market-led 
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climate. It seemed to me, therefore, that education staff were, thus, required to deyelop 
the very skills that they were expected to encourage in their students. 
Other changes were occurring for teachers. For example, courses which had been 
prevalent for many years were losing popularity; reduced student participation in certain 
areas, for example carpentry and engineering, made those courses economically 
unviable. The courses most affected were frequently those which had required 
considerable investment in capital requirements. Colleges were faced not only with 
workshops full of costly under utilised equipment but employed staff with 'redundant' 
skills for whom there was little prospect of future work (Hall 1988). 
Such rapid changes, occurring in several directions simultaneously, produced a situation 
of uncertainty and insecurity which undermined a positive response to the demands of 
the changes. The importance of staff development seemed to me to be paramount in 
order to retrain staff most affected by customer demand (to use market economy 
terminology) and to develop adaptability and flexibility in all staff in order that future 
changes might be more appropriately approached. Unfortunately, this requirement for 
financial allocation to support staff development came at a time when redundant 
resources rapidly needed replacing, new courses needed developing and the associated 
new equipment needed purchasing. All this occurred when the economy was weak, 
budgets were tight, and the funding for colleges became linked to student enrolment, 
retention and performance figures as mentioned before. The issue of staff development 
in the context of this study will be examined in Chapter 12; the issue relating to the 
identification of specific staff development needs, e.g. the skills required by the new 
climate of the institutions, determined the direction of my first delving into the literature 
(Chapter 2). 
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1.7 Summary of Chapter 
In summary, the main aspect that drove the next stage of the study was the need to check 
whether personal observations and experiences were idiosyncratic. Reports of similar 
occurrences would indicate a degree of consistency within the fields of education that 
had given rise to my concerns. I, therefore, had two major questions that arose from the 
personal reflections and were related to whether anyone else had considered the issues 
important in education. 
1. Should education be relevant to the student's future work situation in terms 
of curriculum content, identification of requirements and methods of instruction? 
2. Was there any support for the need for updating teaching staffwith 
particular reference to the skills or attributes required by employers? 
The second question was viewed from two perspectives; the skills or attributes required 
by the employers of students upon completion of their course of education and the skills 
required of the teachers themselves in the changing environment in which they worked. 
It seemed that the teachers within the realms of my experience would be required to 
develop new skills related firstly to the changes that were arising in the industrial spheres 
of their students and secondly to the changes that were occurring within the teachers own 
work spheres. The need to identify how these skills might be developed would, 
therefore, serve the two functions - for the benefit of the students and of the teachers. 
An underlying aspect that seemed to be implied by these themes, and which became 
explicitly apparent through the span of my teaching experience prior to the 
commencement of the formal component of the research, was the degree to which 
education had become accountable to society. The term 'society' here encompasses the 
government, students, parents or guardians, and industry defined in the widest terms 
presented on the first page of this Chapter. This thesis examines the issues raised in this 
Chapter in the following manner. 
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1.8 Structure of Thesis 
It had become apparent to me that 
• teachers had frequently little recent and relevant industrial experience on which to 
base their vocational course teaching 
• movement from an industrial orientation to a service culture had 
implications for the capability of students and teachers 
• government and industry were becoming vociferous in demanding 
appropriate skills from new entrants to industry 
This led me to undertake a comprehensive literature search to investigate whether my 
intuitive, experience-based, theories were supported by the work of others, i.e. whether 
there was a firm foundation for them. The next chapter reports this authentication of 
subjective theories by the initial literature search and elaborates on the perceived failure 
of education to satisfy the needs of employment within the realms of non-discipline 
specific skills. Before the method of research into these skills could be addressed 
theoretically and philosophically in Chapter 4 and practically in Chapter 5, the issue of 
the function of education and its values needed to be clarified (Chapter 3). Further 
investigation of the nature of the skills from a theoretical standpoint ensued in Chapter 6. 
The progressive focusing of the precise skill requirements, both theoretically and 
practically, continues in Chapters 7, 8 and 9 from the individual perspectives of 
employers, students and teachers. Having established greater understanding of the skill 
requirements, the methods by which these might be developed and a more precise 
exploration of their component attributes appears in Chapters 10 and 11. Implications 
for teachers and education of the discoveries relating to skills and associated teaching 
methods are explored in Chapter 12 together with consideration of the ways in which the 
study could be extended. 
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CHAPTER 2 
THE DEFICIENCY ARGUMENT - LITERATURE SEARCH A 
The previous chapter highlighted the concerns that formed my intuitive theories, based 
on personal professional experiences, which set me on the path for this research. My 
initial enquiries concerned the question of whether education in general and teachers in 
particular were out of touch with the requirements of the world of work. 
In this chapter the findings of the initial literature search into these main aspects are 
discussed, for example whether education as a whole was developing the sort of 
attributes required by industry and commerce. Official documentation is referred to in 
order to demonstrate the development of this 'relevancy model' of education in relation to 
Higher Education and Further Education. The latter is included because it was felt that 
the influences that impacted upon Further Education were being extended to Higher 
Education. Explanations for the adoption of the Higher Education sector alone in this 
study will be made in Section 5.4.1 when the study design has been presented and 
discussed in Section 5.3.1 Suffice to say, at this stage, that one consideration was that 
this was one of the fields of education which is an immediate precursor for students 
entering the labour market with which the writer had personal experience. 
2.1 Introduction 
It is claimed that the Conservative government, under Mrs. Thatcher, had brought more 
radical changes in the education system than at any previous time, particularly since the 
end of the war, so much so that it had been accused of operating a 'scatter shot' policy 
(Finegold & Soskice 1988:34). Certainly, as will be evident from this Chapter, over the 
previous ten to fifteen years, education had undergone unprecedented modification of an 
extensive and rapid nature, with repeated calls for reform that reflected the interests of 
different groups. Apparently these changes were based on assumptions about potential 
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effects that had not, for the most part, been backed by research (Anderson & Biddle 
1991). 
The accelerated change, which was not specific to Great Britain but was a global 
phenomenon (Hargreaves 1994), was attributed largely to the result of transformations in 
perceptions of the world. These transformations, brought about by advancements in 
mass communications and developments in economics, influenced conceptions of the 
world of work (Dalin 1978). The gradual decline of the manufacturing industries, and 
contemporaneous ascendancy of the service sector, had dramatic effects on the skills 
balance requirements of the workforce and resulted in the persistent problem of long-
term unemployment that escalated during the early 1990s in the United Kingdom. 
These trends, forecast to continue until 1995 (Payne 1991), were seen to require 
significant changes in education and vocational training. No profession, including those 
prestigious fields of medicine and law, was immune from the ruling governments' 
policies. The Conservative party, having been in power since 1979, instigated processes 
which sought to increase accountability and the greatest impact of such policies, it is 
claimed, were experienced by education (Hoyle & John 1995). The continuous and, to 
some extent, evolutionary nature of this change involved periodical fundamental shifts 
which Betts (1988) believed were subject to fashion The situation was threatening and 
stress provoking for those most intimately involved, namely the staff of educational 
institutions. 
2.2 Historical Review 
The prolonged recession, sometimes seen as resulting from the oil price war of 1973, 
required careful examination of public expenditure. This was translated in the education 
sector as a re-examination of priorities, providing an opportunity to address the 
criticisms that appeared in the popular press (Finegold & Soskice 1988). On the 18th 
October, 1976, during a speech at Ruskin College Oxford, James Callaghan, then Prime 
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Minister, expressed concern regarding the lack of relationship between education in 
general and the requirements of working life. It was the view of one of the union 
organisations for teachers in Further and Higher Education that a consistent theme in 
government's policies from the time of this speech had been the orientation of education 
toward greater industrial or vocational relevance (NATFHE 1983). Others saw the 
'Great Debate', as the speech became known, as the starting point from whence the 
education system and its personnel would have to succumb to the 'needs of a national 
economic agenda' (Hoyle & John 1995 :39). 
The National Association of Teachers of Further and Higher Education (NATFHE) also 
claimed that social, economic and educational pressures for improvement in provision 
had highlighted clearly identifiable inadequacies at all levels within the post-compulsory 
education system (NATFHE 1983). The deficiency model of education was, therefore, 
being postulated as the source of employers widespread dissatisfaction with new recruits 
to the labour market. 
There was, during a period of economic recession, dissatisfaction with both the quality 
and quantity of training that was being provided for students. Concerns about the 
quality of learning were linked to the capabilities of those instructing them and resulted 
in the passing of Acts relating to the training of teachers (Hoyle & John 1995). 
Examples of the Acts and official requirements originating from the government are 
discussed in the next section. 
2.3 Capabilities of Teachers 
Public criticism of education had become more widespread and articulated (Dalin 1978) 
with concerns about deficiencies in quality being blamed on personal qualities of 
teachers (Day, Pope & Denicolo 1990). One academic of international repute 
recognised that 
" .......... the ability of people to participate meaningfully in a democratic social 
context is dependent to a significant extent upon the quality of education in a 
society which is in tum dependent upon the quality of the teachers within the 
education system" 
(Harris 1994:viii) 
In other words, a direct relationship was perceived between social ills and teachers' 
capabilities, an association which would influence the policies that were to be considered 
necessary. 
Within the post compulsory education sector teaching qualifications had not been a 
mandatory requirement. Individuals were either accepted on the merit of their 
industrial/commercial qualifications and experience (as in the case of Further Education, 
FE) or on the basis of their academic and/or research reputation (as with Higher 
Education, HE, and to some extent FE). Recommendations for increased teacher 
training within the Further Education sector became the focus of attention, being 
supported by the Haycocks Reports relating to full-time (1975) and part time (1978) 
teaching staff. The requirement for teachers in the Higher Education sector to 
participate in formal teacher training was encouraged on an individual institution basis. 
Within universities, for example, the promotion of staff development activities 
encouraged the use of methods which developed more appropriate learning skills instead 
of the traditional didactic teaching methods (Denicolo, Entwistle & Hounsell 1992). In 
some cases, teaching merit was acknowledged by the introduction of awards for the 
practising teacher, for example the annual award of a 'Teaching and Learning Prize', 
since 1993, at the University of Surrey as acknowledgement for high standards of 
excellence in teaching. 
That similar negative attitudes, concerning the abilities of teachers, are still prevalent in 
government circles is demonstrated by the changes in teacher education instigated since 
the commencement of this research in 1993. These required that teachers in the 
compulsory education sector be trained mainly within their prospective working 
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environments. In this instance, the cause of problems has been located in the training 
institutions rather than in the teachers themselves. 
Slater (1985) claimed that the White Paper, Teaching Quality (1983) exhorted teacher 
educators to include substantial, relevant and up to date experience in the tasks they set 
trainee teachers. The issue of teachers having relevant experience and/or knowledge of 
industry and commerce was also addressed in the compulsory sector through the 
encouragement by the Confederation of British Industries (CBI) of Teachers into 
Industry schemes in the early 1980s. The schools-industry movement claimed to bring 
more relevant education to young people (Jamieson 1985) but the question of whether 
this was relevant to the needs of employers or to young people as prospective citizens 
seemed not to have been addressed. Jamieson (1985) suggested that the aim of the 
schemes was to provide teachers with experiences that would help them to develop 
relevant learning opportunities, to extend their professional and personal development, 
and to update skills. The schemes required partnerships between schools and industrial, 
commercial or service organisations for the benefit of increasing the seconded teacher's 
awareness of the world of work. The hope was that this would be incorporated in the 
learning experiences they provided for students. Jamieson & Lightfoot (1982) had, 
however, reported the difficulties of getting sufficient employers to work with the 
schools. Furthermore, seeing things differently was one issue but difficulty could arise 
in knowing how to develop these perceptions into action in the classroom environment. 
The benefits for employers of links with education were identified in a study of 
organisations who supported Higher Education either financially or by the contribution 
of other resources. The study found that the majority of the large companies 
investigated gave reasons such as benefits for company public relations and improved 
relevancy of education (White & Horton 1991). 
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The situation of education-industry liaison in the Further Education sector had been 
studied by Bradley, Chesson & Silverleaf (1983). The conclusion to their research 
indicated the wide recognition of the need for all practical teachers of vocational courses 
to be up to date in industrial and commercial practice. This was felt to be necessary in 
order to meet the training needs of future employers of their students. The lecturers in 
their study also suggested that some knowledge of the work situation would be beneficial 
for teachers who provided the supporting theoretical input, an argument that had been 
made in Chapter 1. Bradley et al (1983), however, referred to participant reports of 
limited opportunities for liaison with industry and their own observation of the poor 
encouragement given to secondment of Further Education lecturers to industry. 
In the spring of 1987 the Council for Industry and Higher Education had proposed that 
"Government, Higher Education and industry need to become partners 
in developing a different kind of HE system ....... " 
(CIHE 1987:1) 
As well as provision for a greater number of students from a wider section of the 
population, the new system was to offer diverse learning methods and opportunities 
which were often work related. Jones (1990) also indicated that making connections 
between learning and employment was a concern that the Higher Education sector should 
address. Recognition of the necessity for 'academe' to know about the needs of industry 
had, however, been counteracted by reports of little evidence of institutions collaborating 
with industry to identify needs (CIHE 1990). The Council for Industry and Higher 
Education, in 1992, called for allowance within academics' terms and conditions of 
employment for time to keep 'abreast of developments'. The requirement that this 
updating should be continuous reflected the pace of change (CIHE 1992). 
The implied assumption, that dialogue between industry and education would facilitate 
mutual understanding, had been expanded earlier by Jamieson & Lightfoot (1982) who 
emphasised that it was reciprocal time spent in each others establishments that produced 
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'genuine dialogue'. For some Higher Education institutions the required investment was 
made and successful partnership arrangements existed (Oxford Polytechnic 1992). It 
was not unusual, however, for opportunities for liaison between education and industry 
to be confined to visits related to the students performance on work placement rather 
than active involvement of the teaching staff in the industrial environment. 
One other identified scapegoat for the alleged decline in educational standards was the 
virtual autonomy of teachers (Hoyle & John 1995). The apparent freedom to do what 
they liked and sanctity from interference implied by this proposition is investigated in 
the next section. 
2.4 Initiatives to Encourage Relevancy 
The Employment and Training Act of 1973 had established the Manpower Services 
Commission (MSC) within the Department of Education with the remit to promote more 
and better industrial training under the auspices of the Training Services Agency and the 
Employment Services Agency. The government provided considerable financial 
support, quadrupling the budget to the MSC over a three year period, for education 
which, it is claimed, was directed at short term remedies to the unemployment situation 
(Finegold & Soskice 1988). The MSC, in 1978, had set up the Youth Opportunities 
Programme (YOP). This provided a national scheme for unemployed school leavers and 
introduced to education a new group of young people: ones who lacked formal 
qualifications and were said to be apathetic and even hostile toward education due to 
their previous experiences in the compulsory sector. This programme consisted of work 
preparation and work experience schemes, introduced as an attempt to address the 
separation of work and education and to form a salve to ameliorate the hostility of the 
students. The work context was, therefore, provided as a basis on which the relevancy 
of the education was to be authenticated and teachers involved with YOP could not 
ignore the issue of education being 'appropriate' and 'relevant' to the work situation of 
their students. 
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On the continued theme of work orientated provision, early in 1979 three Department of 
Science consultative documents had been published; the 'Education and Training for the 
16-18 year olds', 'A Better Start in Working Life' and 'Providing Educational 
Opportunities for the 16-18 year olds'. These had been followed, in 1980, by the 
Macfarlane Report on 'Education for 16-18 year olds' and the White Paper 'A New 
Training Initiative' (NTI) published in 1981. The latter asked for three main changes 
which were: 
• the relaxation of the traditional entry requirements in order to open up 
opportunities for adults to acquire, increase or up-date their skills and 
knowledge 
• the reform and increase of skill training to agreed standards and 
• for progression through education that was based on learning rather than 
'time serving' factors. 
Attempts to 'harness' education to the needs of industry in the 1980s were, therefore, 
largely influenced by the MSC initiative, and in particular the introduction of the New 
Training Initiative. 
General concern about the relationship between education and industry or commerce has 
been referred to and is substantiated by observations from Jamieson & Lightfoot (1982) 
of the failure of teachers and pupils to appreciate the realities of the modem economic 
life. Similarly, the NTI was viewed as the response to criticisms levied at traditional 
Further Education. These centred on accusations of FE being too craft-level job 
orientated and offering a narrow skill training that lacked theoretical foundation and 
contained little personal development (Woolard 1983). 
All of the initiatives mentioned previously focused on changes that would create greater 
control and regulation of both standards and course requirements. In addition they 
encouraged different modes of attendance for students and varied modes of presentation 
for teaching staff. Collectively these innovations became seen as the inauguration of the 
'New' FE and as the introduction of processes which would enable colleges to respond 
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rapidly, flexibly and appropriately to the new challenges described in the Introduction to 
this Chapter (Section 2.1). The ethos that was generated by these initiatives and the 
expectations imbued by them would, at a later date, impact on Higher Education. This 
will be considered in Section 2.6. 
A repercussion of the series of policy moves was the implications they presented for 
teacher autonomy. Performance of educational institutions, with regard to achieving the 
desired revolution in skills development, would be monitored through the introduction of 
National Education and Training Targets (NETTS) developed by government and 
industry (Coffield 1994). The impact of these Targets, under the auspices of the 
National Advisory Council for Education Training Targets (NACETT), are also apparent 
from Sections 6.3 and 12.17. 
2.5 Responses to the Needs of Industry 
The New Training Initiative in 1981 set out objectives to meet training needs in what 
was perceived as a rapidly changing and increasingly competitive economic environment 
(Jessup 1989). Conflicting opinions exist as to whether the initiative was successful or 
not and the Further Education Staff College spoke of the patchy, often indifferent, and at 
times hostile response toward the objectives of the initiative (FESC 1981). 
Employers became more overtly involved with educational matters when they, together 
with trade unions, took a hand in the design of the Youth Training Scheme (YTS), 
introduced in 1983. This scheme, in combination with other vocational and non-
vocational innovations, called for, inter alia, greater relevancy of curriculum as well as 
activities appropriate to individual and local requirements (Stoney & Lines 1987). In 
the view of Atkinson (1983) the Youth Training Scheme was a major challenge for 
Further Education; a challenge to which, according to Cantor & Roberts (1986: 10), the 
FE sector was able to respond because of its flexibility and 'almost infinite capacity for 
adjustment'. This will be referred to later in the discussion of the fieldwork 
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development (Chapter 9B) within a context that might be considered in comparison to be 
'less flexible', that of Higher Education. 
The persistent issues of relevance and responsiveness (Kedney 1988) were again 
apparent with publication of 'Training for Jobs' which still contained accusations of 
colleges being unresponsive (DoEIDES 1984). This paper was followed in 1985 with 
the publication of the report 'Obtaining Better Value from FE'. This addressed the 
problem from a slightly different angle and offered recommendations for the formation 
of better links with employers and the need to tailor resources to demands. Also in 1985 
the Government had launched a White Paper, 'Education and Training for Young People' 
(DoE 1985), which introduced the Technical and Vocational Education Initiative (TVEI). 
This initiative, again monitored by the MSC, was a further attempt to make education for 
the 14 - 18 year age group more industrially and commercially oriented and, therefore, 
more relevant to the needs of industry (Wright 1990). The initiative came at a time of 
decline in the economy with poor work prospects and an increased demand for 
continuing education in the form of GCE '0' and 'A' levels, TEC and BEC (to become 
BTEC) courses and City & Guilds qualifications. This period has been described by 
Storrie (FESC 1983) as steadily involving more rapid, unpredictable and drastic change. 
The strategy to increase the employers participation in education matters was further 
evidenced with the creation by the Government in 1986 of the National Council for 
Vocational Qualifications (NCVQ). The members of this Council, which included 
individuals from industry and commerce, were charged with bringing about fundamental 
reforms in vocational education and training. Professional bodies and training 
organisations, as well as existing examination and validating bodies, could offer NVQs. 
From analyses of current employment requirements NVQs were presented as statements 
of competence that indicated the skills, knowledge and understanding required for 
performance in employment. Employers in the various occupations had responsibil ity 
for indicating the requirements for qualifications and, therefore, training (Jessup 1991). 
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The development of National Vocational Qualifications (NVQs) has been seen as 
marking a watershed in education, bringing as it did an emphasis on 'competency'. 
Competencies were said to be a combination of knowledge, understanding, skill, 
attitudes and values (Knowles 1990). Designed chiefly by and for industry, NVQs 
carried the implication that they would meet the real needs of industry (Raggart & 
Unwin 1991). The argument was that individuals who had successfully passed through 
the NVQ process would be more employable. It was felt that the criteria associated with 
the accreditation of national vocational qualifications would have a profound impact on 
education (FESC 1988). Furthermore, Jessup (1991) identified that NVQs would have 
implications for all sectors of post compulsory education. 
In the context of this study, worthy of specific mention, is the pivotal link between 
occupational competencies and work placement providers. This would necessitate 
changes in the nature of college-industry or -commerce links not least to meet the new 
assessment requirements (Haffenden & Brown 1989). In practical terms, this 
introduction meant that industrial, commercial and service companies would actively be 
involved in formulating and assessing the standards of the students for whom they 
provided work experience opportunities and it was recognised that competencies 
required in work would form the criteria for vocational qualifications (FEU 1986). 
The introduction of formula funding, together with the reform of governing bodies to 
include several practising members from industry or commerce, was seen as an attempt 
to make educational institutions more 'business-like' and responsive to local employers' 
requirements (Hall & Melling 1991). Similarly, the quest for relevance was seen to 
influence the Education Reform Act of 1988. It is claimed that this Act was necessary 
due to continued political, economic and social concerns in the 1980s and 'strident 
criticisms' of the failure of the education system to satisfy national needs of a widely 
ranging nature (Gray 1991). Yet again, the relatively poor performance of industry and 
commerce was being attributed to the inadequacy of the skills of the people entering the 
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employment market. Indeed, it was claimed by Theodossin (1992) that one of the aims 
of local management for schools and colleges was to revolutionise the organisation and 
funding of education because of such perceptions. 
2.6 Enterprise in Higher Education 
Higher Education was not immune to expressions of dissatisfaction in connection with 
its response to employment requirements and a number of initiatives which had 
government backing had been implemented. For example, it was felt that the White 
Papers: Working Together, in 1986, and Higher Education: Meeting the Challenge, in 
1987, had aimed to improve links between education, particularly Higher Education, and 
employment (Assiter 1995). 
In 1987 the Secretary of State, supported by the Secretaries of State for Education & 
Science and Trade & Industry, for Scotland and Wales, launched the Enterprise in 
Higher Education initiative (EHE). This initiative, under the auspices of the Training 
Agency, increased the links between Higher Education and industry and commerce 
(Barnett 1990). The EHE initiative was seen to represent the important theme of closer 
integration between education and training, and between life skills and occupational 
competence (Raggart & Unwin 1991). It was felt that encouragement of education-
industry partnership would benefit the development of 'enterprising graduates' (Laycock 
& Stephenson 1993). This exchange of views had been further encouraged by the 
Professional, Industrial and Commercial Updating Programme (PICKUP) announced in 
1982 which contained the requirement to identify the training needs of industry and 
business and to provide appropriate courses and workshops (Cantor & Roberts 1986). 
In addition, the White Paper, Higher Education: A New Framework, in 1991 had laid 
claim to the requirement for graduates who were flexible and adaptable (Assiter 1995). 
Fundamental changes in the relationship between Higher Education and the economy 
were also ensuing; these involved the demand for mass, as opposed to elite, graduate 
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education and the shift from an emphasis on subject-specific expertise to a call for a 
range of competencies. This was based on the proposition that, in the employment 
climate of rapid change and uncertainty, successful employees would be those who were 
flexible and adaptable (Brown & Scase 1994). 
In addition to the accusations being levied of concentration on a too narrow and 
discipline-specific curriculum (Barnett 1990), financial cuts were instigated which were 
seen as a means of making universities become more efficient and effective (Duke 
1992). The cuts made it necessary for institutions actively to seek financial support 
from other sources, the most obvious one being trade and industry. 
2.7 Influences of the Education Reform Act 
Remnants of the philosophy that cast 'education' as the major cause of the difficulties 
facing the economy in the 1970s and 1980s seemed to linger into the 1990s. The 
employment crisis had been attributed to a deep malaise in the education system, in 
particular, to the provision made by Colleges of Further Education whilst operating 
under the auspices of the Local Education Authorities (Edey 1992). This was the aspect 
that next came under the microscope for change. 
In 1993 the Education Reform Act introduced Incorporation into education and, 
commencing in the April of that year, Further Education's governing bodies and college 
management were financially independent from local education authorities. Gray 
(FESC 1991) saw the main thrust of Incorporation for Further Education as a 
transformation from administration of a college to one of management of an enterprise. 
A change in ethos that was to be assisted by the additional requirement for a further 
increase in representation on governing bodies of the proportion of business or 
commerce personnel. In this new forum it was expected that colleges would either 
improve and become 'centres of excellence' or close. 
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As with Higher Education Institutions and Polytechnics, which had achieved 
Independence in April 1989, it might have been assumed that the change was to make it 
easier for the colleges to become flexible and responsive to local requirements. 
Removal from the 'paternalistic' attitudes of the local education authority could be seen 
as providing the freedom for education institutions to become entrepreneurial. This was 
based on the assumption that market forces stimulate efficiency and responsiveness. 
There was, therefore, increased pressures for education institutions to respond in 
innovative ways to the needs of industry (Maclure 1991). Failure in this endeavour 
could be penalised, (through the inability to attract students, to retain students and to 
achieve satisfactory performance standards) by the withdrawal of funding by the various 
Funding Councils set up. Funding had become inexorably linked to quality issues 
(FESC 1992). Sheen (1986) had seen the possible consequences of such a situation as 
the 'take over' of post compulsory education by commercial organisations willing and 
able to offer cost effective training on a flexible basis. 
The Higher Education sector had not remained immune to these policy changes. 
Universities, and the then Polytechnics, had increasingly been expected to behave in a 
manner approximating commercial enterprises particularly in the way they responded to 
demand. It was felt that the requirement for this type of approach was likely to 
accelerate during the 1990s (Williams & Loder 1990). What that demand was is 
examined in the next Section. 
2.8 Identification of Requirements 
Jamieson and Lightfoot (1982) had previously expressed the view that the school-
industry relationship had been 'bedevilled' by problems of lack of consensus as to what 
industry wanted. In their experience, although many industrialists subscribed to the 
view that schools were not providing what was needed, identification of what the failure 
really was proved to be considerably more difficult. This view was supported by Moore 
following a Conference on 'Training - A European Perspective' who concluded that 
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"Employers have often criticised the education world for not providing the 
skills industry needs to compete effectively ............... Equally, however, 
industry and commerce frequently failed to specify their training requirements" 
(Moore 1990:3) 
In addition to perceived problems in content and methods of transmission, such as 
described in Section 1.2 of this thesis, Edey (1992) claimed that 'anti- industry' values 
were being transmitted in education. In schools this aspect had been addressed by the 
widespread adoption of the Teachers into Industry schemes, referred to in Section 2.3, 
pioneered in Leicestershire from the mid-1960s. This scheme aimed to provide teachers 
in compulsory education with relevant industrial experience and was based on two 
assumptions. One assumption related to the observation that teachers, in general, had 
very narrow backgrounds which consisted of personal experiences of school life 
followed by individual experiences of college or university to gain academic and 
teaching qualifications and culminating in a return to school for their working life 
experiences. The second assumption was that this lack of industrial experience and 
concomitant deficit in industrial related knowledge would result in the inability to be 
sympathetic to industrial requirements. Such lack of experience with work situations 
and unsympathetic attitudes were felt to contribute to a lack of industrial dimension in 
the curriculum (Jamieson 1985). 
Similar arguments might be levied at Higher Education where academic achievement 
was the main selection criterion. It would, however, be surprising if they were felt to be 
equally strongly applicable to Further Education given that many teachers originated 
from industry and commerce, this being a contributory factor for their being employed 
by the colleges in the first place. Indeed, this richness of staff backgrounds in terms of 
variety and diversity was felt by some to contribute to the 'versatility' of the workforce in 
Further Education (Cantor & Roberts 1986: 10) referred to previously, in Section 2.5. 
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2.9 Implications from a Wider Perspective 
As early as 1986 the threat of competition from the Continent of Europe had been 
recognised. It was appreciated that the advent of the Single European Market in 1992 
would bring about the removal of barriers so that people could work anywhere in 
Europe. The Further Education Unit (FEU 1986) raised the issue that a high level of 
competence and adaptability in the British workforce would be vital if Britain was to 
keep pace with the changes in technology and succeed against the strong international 
competition predicted. Reports in the popular press regarding the inadequacy of the 
skills base in the United Kingdom were used as the basis for assumptions that the 
increased competition for employment in this country could arise from 'well qualified 
Europeans' (Hall & Melling 1991). Failure on the part of education in general to 
respond to these threats in any systematic manner was evidenced firstly by the lack of 
second and third language proficiency in British nationals compared to other nations and 
secondly by the absence of real efforts to Europeanise syllabi (Pack 1990). 
2.10 Conclusion to Chapter 
Examination of the literature supported the subjective interpretations discussed in 
Chapter 1. The published information examined and selectively referenced in this 
chapter indicated that concern regarding the relevance of educational content to the 
working environment was widespread and originated from individual, organisational, 
industrial and governmental sources. This has been demonstrated by the profuse 
publication of initiatives directed at the following issues: 
• improving content relevance 
• encouraging links between education and industry and 
• enforcing accountability. 
An indication of the initiatives that had impact for, and on, education that were relevant 
to the sectors and topic of this thesis appear in Table I at the end of this Chapter. 
Examination of these initiatives indicated that the notion of work had become central to 
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reforms of learning, and yet work, it was felt, no longer dominated western culture (Field 
1991) in times of high unemployment and early retirement. 
The literature also supported concerns regarding the capabilities of teachers in terms of 
their understanding and appreciation of what the employment market expected and what 
it wanted developed in future employees. Indeed, the 'stale reality' of the interpretations 
of employment requirements in the Further and Higher Education sectors had been one 
issue that prompted Tjok-a-Tam's (1994) investigation. The literature indicated that 
concern relating to teachers' capabilities extended even to their abilities to teach, as 
demonstrated by the changes required of teacher training practices. 
In respect of the issues raised in Chapter 1 and summarised in Section 1.7 thereof, the 
initial literature search had supported some of my intuitive theories, for instance for 
teachers to have recent experience of work and the requirement for education to be 
relevant to the needs of industry and commerce. The questions that derived from 
personal experience and the literature search provided the grounding for the first stage of 
exploration which focused on: 
(i) teachers' understanding and appreciation of what the 
employment market expected, 
(ii) teachers' capability to teach those things appropriately, 
(iii) the needs of industry and commerce. 
This initial focus will be refined by addressing the function of education in the next 
Chapter with progressive focus provided in Section 3.9 and Figure 2 of Chapter 5. 
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T ABLE I MAJOR INFLUENCES ON EOUCA nON TO 1993 IN CHRONOLOGICAL ORDER 
1973 Manpower Services Commission established by the Employment and Training Act 
1975 Haycocks Report on full time teaching staff 
1976 Callaghan Great Debate speech 
1977 MSC Young People at Work. The Holland Report. 
1978 Haycocks Report on part time teaching staff 
1978 White Paper: Teaching Quality 
1978 Youth Opportunities Programme (YOP) for unemployed schoolleavers 
1979 Department of Science consultative documents: 
Education and Training for the 16-18 year olds 
A Better Start in Working Life 
Providing Educational Opportunities for 16-18 year olds 
1980 Macfarlane Report, Education for 16-18 year olds 
1980 Confederation of British Industries Teachers into Industry scheme 
1981 White Paper, A New Training Initiative (NTI) Department of Education 
1982 Professional, Industrial and Commercial Updating Programme (PICKUP) 
1983 Youth Training Scheme (YTS) 
1983 Teaching Quality 
1984 White Paper, Training for Jobs 
1985 White Paper: Education and Training for Young People 
introduced Technical and Vocational Initiative (TVEI) 
1985 Review of the Vocational Qualifications, Interim Report 
1985 Obtaining Better Value from FE 
1986 DES Review of Vocational Qualifications in England and Wales 
1986 National Council for Vocational Qualifications development ofNVQs 
1986 Working Together: Education and Training 
1987 Consultative Document - The National Curriculum 
1987 Higher Education: Meeting the Challenge 
1987 Enterprise in Higher Education Initiative (EHE) 
1988 Education Reform Act established University Funding Council 
Polytechnics and Colleges Funding Council 
Schools Maintained Status 
1989 Incorporation of Polytechnics and Colleges of Higher Education 
1991 Higher Education: A New Framework 
1991 Education and Training for the 21 st Century 
1992 Further & Higher Education Act established Higher Education Funding Councils 
1993 Incorporation of Further Education 
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CHAPTER 3 
EDUCATION OR VOCATIONALISM? 
The previous chapter identified the dissatisfaction widely expressed with the type of 
education that was being provided and encouraged by the education system. The 
possibility that there could be alternative explanations for this apparent dissatisfaction 
are examined in the various sub-sections of Section 6.6. This chapter looks at what was 
thought to be the function of education from the different perspectives of industry, 
government bodies, teachers and students, and the relevance this issue had for this study. 
3.1 Introduction 
It is recognised that there exists varied interpretations of the purpose or function of 
education; these differing views can be described in terms of the individual's attitudes 
and beliefs. Atkinson, Atkinson, Smith & Hilgard (1987), a respected and widely 
adopted student text for Psychology, state that "a person's attitudes might cohere because 
they all derive from a core set of underlying values". They go on to define a value as 
" .......... a basic attitude toward certain broad modes of conduct or certain 
end states of existence" 
(Atkinson et al 1985:581) 
By implication, therefore, the various understandings of the 'end state' of education are 
determined by the values held by the individuals concerned. This chapter serves to 
indicate not only that expectations of education differ but that these have considerable 
influence on the specific attributes that education is expected and required to develop in 
learners. 
It would seem appropriate, if we are to accept the statement above, namely that values 
influence expectations of education, that the meaning of the term values be examined. 
Collins English Dictionary and Thesaurus (1993) offers the following interpretations 
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value is the 'desirability of a thing, often in respect of some property 
such as usefulness or exchangeability 
values are, therefore, related to assessments or estimates of worth, merit or usefulness of 
something; the financial or material worth of something 
It could be summarised that most people would agree with these sentiments. With 
respect to education, the last description may seem to be less appropriate but was 
becoming increasingly apposite, if only implicitly, by the introduction of performance 
related funding, research audit exercises and publication of league tables indicating, 
among other things, student achievement and employment success. 
In view of the psychological reference in the beginning of this chapter recourse to The 
Penguin Dictionary of Psychology (1985:810) provided a similar definition of value as 
being the quality or property of a thing that makes it useful, desired or esteemed. This 
source also drew attention to the pragmatism of such a definition by the implication that 
"the value of a thing is given by its role in a (social) transaction, the thing 
itself does not possess value" 
This statement encompasses the core factors in the education or training dilemma. This 
debate will be examined in the following Sections from the perspective of the literature 
and within the forum of post compulsory education. 
It is not the intention of this Chapter to provide a thorough critical examination of 
education and its nature; such an undertaking, similar to the nature-nuture debate related 
to psychological aspects of development, involves a plethora of controversial issues 
which centre around debates relating to education or training. Such an examination is 
beyond the design of this study but it is important to recognise that the issue exists and 
continues to elicit contentious debate. 
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It was also felt that my position with regard to the purpose of education should be 
indicated since this will have had considerable implications for the selection and design 
of the research. This position should become apparent during both this Chapter and the 
remaining sections of the thesis, but it is most overt in the penultimate Section of this 
Chapter. 
3.2 Education or Training 
There was a long tradition in the education system in England which condemned 
attempts to narrow the aims of education solely to vocational orientation (Jamieson & 
Lightfoot 1982). Thus, for many educationalists, particularly those of the 'Ivory Tower' 
philosophy, it is appropriate that education should have value of and for itself. The 
perspective rests on the assumption that education should be cognitively orientated, 
encompassing knowledge and understanding for their intrinsic value. Reactions to this 
position are evident in criticisms, produced by those of a pragmatic disposition, about the 
concentration of Higher Education on subject knowledge to the detriment of employment 
requirements. This criticism would appear to be substantiated by three-quarters of 
graduates in first and consecutive post-education employment who agreed that education 
emphasised the acquisition of facts (Brown & Peelo 1982). Conceding that Higher 
Education was not totally cut off from the realities of life, it was, as referred to in Section 
1.2 (Brookfield 1986), criticised for weakness on practical application. On the other 
hand, it had been argued that it was the liberal culture and value systems surrounding 
Higher Education that were the cause of degrees being seen as broad rather than specific 
to preparation for working life, that is 
" .......... as academic disciplines to be pursued for the purpose of 
intellectual development, rather than training in preparation for later 
professional practice". 
(Jessup 1991:113) 
Counter to this Pearson (1985), however, saw Higher Education as having multiple 
objectives - educational, social and economic. Any debate about the purpose of 
education might be a question of the relative priority attributed to each of these rather 
than the concentration on one aspect to the exclusion of the others. It was claimed that 
the ability of education to meet Great Britain's need for occupational skills had reached a 
crisis point by the mid 1980s. In addition to the views expressed in Section 2.5 the 
arrival of National Vocational Qualifications in 1986 was seen as a response to the 
concentration of the education system on knowledge that was considered to be of 
doubtful relevance and efficacy and its lack of attention to the development of skills 
(Corrigan, Hayes & Joyce 1995). Review of the literature, however, indicated that 
dissatisfaction with the education system stemmed from before this time, as will be 
argued in Section 7.1 at least two decades before the introduction ofNVQs. 
It seemed that education for 'education's sake' occurred when employment was high and 
the economy strong. In circumstances of high unemployment, weak economy and the 
requirement for stringency, education became inextricably linked to labour market 
requirements and, hence, government policies. This was the very economic situation 
that had existed in Great Britain for several years prior to, and during, this study. 
Throughout this period the role of education was seen as crucial in restoring and 
maintaining Britain's competitive edge, certainly in the international market (Finegold & 
Soskice 1988). 
Attempts to link education with training were perceived to be directed at the narrow 
application of skill development for instrumental value. Intimate links between industry 
and education were, in Tasker & Packham's (1990: 190) view, 'fraught with dangers for 
traditional liberal values'. Bridges (1993) was another who believed that the utilitarian 
viewpoint challenged liberal education A controversial situation existed in that the 
notion of 'vocational relevance', the heart of the debate, had been described as 
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" ......... a dirty phrase for some, a rallying call for others, and for others 
still a way of attempting to narrow and divert the development of open, 
free and critical learning" 
(Hitchcock 1987:91) 
Similarly, Brennan (1985) had noted the emotive nature of the word 'training' for those 
involved in Higher Education. The existence of a variety of forms that education could 
take, other than that of 'liberal education', was acknowledged by Ashworth (1985) to 
have stemmed directly from the Industrial Revolution. It was suggested that some 
forms specifically provided training that enabled graduates to cope well with an 
occupation which served the needs of Society (Ashworth 1985). For Ashworth this 
functional form of education was another great tradition of education, albeit one which 
was, in his view, poorly recognised and under esteemed. Similar sentiments were 
expressed later by Hyland (1994:329) who attributed the current emphasis on the 
vocational component of education to the 'increasingly utilitarian and materialistic 
times'. 
Convention had, on the whole, firmly set the responsibility for 'vocational education and 
training' within the sphere of Further Education (Finegold & Soskice 1988). The 
blurring of the boundaries between the different sectors of post compulsory education 
meant that the frontiers between the work of those different sectors were becoming less 
distinct. For example, with the advent of changes in funding mechanisms and self 
management of institutions, colleges in the Further Education sector had to extend their 
horizons in order to survive. The requirement to compete encouraged some to offer 
higher level work often through franchise arrangements and as a means of attracting a 
larger portion of the comparatively scarce resource of post school student population. 
Similarly, in this competitive climate, a typical response of Higher Education was to 
increase the employment relevancy level of its courses. 
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In the Higher Education sector Carter (1980) also contended that a clear understanding of 
the purpose of Higher Education should evolve from consideration of the needs and 
desires of society as well as from attention to the wishes of the individual. He suggested 
that it was not unreasonable to expect benefit from the considerable investment in Higher 
Education, and gave examples of the gains that would arise from a more productive 
economy and competitively advantaged country. Similar issues of productivity, 
competitiveness and financial efficiency had later become the concern of those with 
responsibility for education institutions with the introduction of self management, 
indicated in Section 2.7, and devolution of responsibility that ensued when Universities 
and Polytechnics became Independent corporations (1989) and Colleges were launched 
as Corporate Institutions (1993). The implications of these innovations were discussed 
in Section 1.6 of this thesis. In conjunction with these moves the many initiatives 
described in Section 2.4 and listed in Table 1, and in particular the Enterprise in Higher 
Education initiative discussed in Section 2.6, brought the 'language, the attitudes and the 
values of industry into universities' for Tasker & Packham (1994: 192). It was not 
uncommon to find students referred to as 'clients', achievements as 'output' and yearly 
student populations as 'through put'. Tasker & Packham felt that different language such 
as this reflected different relationships and, therefore, different values. 
The overall policy of ensuring close links between education institutions and industry or 
commerce had been reinforced by the requirement, initiated by the Education Reform 
Act of 1988, for enhanced representation of industry on the governing bodies of 
educational institutions (Bastin 1990). It had been suggested that this Act 'attacked' the 
traditional values of education. Indeed, Tasker & Packham (1990) claimed that the 
concern of both Government policies and public opinion did not centre on preserving 
these values. 
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Tasker & Packham (1990) had also recognised that the freedom and autonomy of 
education were constrained by the availability of funds which, they considered, 
ultimately depended on the 'goodwill of the state', an empathy which they doubted 
remained. Berdahl (1990), an American observer of and writer about British 
universities since 1959, seemed to support this by the argument that the British 
Governments' over reliance on market forces and replacement of the University Grants 
Council by the Higher Education Funding Council threatened the future academic 
integrity of British universities. The Further & Higher Education Act of 1992, which 
consolidated the changes to Corporate Institution status, had established the Further 
Education Funding Council and placed Further Education under similar constraints. 
With reduced public financial support and increased direct industrial sponsorship, 
clarification of the needs and desires of 'society' would need to be addressed. 
3.3 Education and Industry Interdependency 
Education and industries reliance on each other was evidenced, it was said, from the 
dependency of the labour market on Higher Education for the satisfaction of its 
recruitment needs (Pearson 1985). Put another way, industry is Higher Education's most 
important customer. Besides meeting labour requirements Higher Education could offer 
industry other services such as contract research, joint ventures, and continued 
professional development for employees (CIHE 1987). In the prevailing economic 
climate education also relied on support from industry through sponsorship, 
subscriptions and donations (CIHE 1990). 
Reinforcement of the interdependent nature of the education-industry relationship came 
from the work of Brennan & McGeevor (1988). They, however, relegated the cause of 
any problem there might be to the failure of clear transmission to education of the needs 
of the labour market. Both parties, education and industry, were accused of not making 
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their assumptions and expectations explicit. [These issues have been encompassed 
within the research design of this study and are discussed in Section 5.2]. It is, however, 
necessary to look at the implications of this statement. On the one hand, expression of 
preconceptions is apt to demonstrate the underlying values of those parties concerned 
and is, therefore, not easy. As indicated in Atkinson, Atkinson, Smith & Hilgard (1987), 
deeply held values and beliefs are sensitive to public scrutiny. [This was one reason 
why the repertory grid technique was adopted as part of this studies investigation 
strategy as indicated in Section 5.4.3]. On the other hand congruence between 
behaviour, as in the expression of expectations, and covertly held values is not 
guaranteed. For example, industry had proclaimed the importance of trained personnel 
but had also been criticised by professional educationalists for failing to demonstrate this 
importance by investing in training (Field 1991). Out of context such criticisms can be 
misguiding because they tend to ignore that, in times of recession particularly, resources 
are limited and so are concentrated on bringing in revenue rather than on training and 
education. This applied within companies and to the national situation. In a similar 
vein, Ball & Halwachi (1987) had identified the emphasis placed on evaluating 
performance during periods of contraction; possibly this was generated by the 
requirement to allocate most efficiently the diminishing resources and to utilise 
effectively limited finances. This emphasis could also contribute to the apparent failure 
of education to provide 'suitable' new recruits to the labour market; employees were 
being, as it were, subjected to more detailed examination in the search for greater 
efficiency and effectiveness. 
3.4 Changing Demands or Needs 
The 'selection' aspect to education, intimated in Section 2.8, was evident in the view 
presented in the following quotation: 
"Society - and the employers - look to education to sort and classify 
young people (and adults) into convenient categories" 
(Ball 1985:87) 
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Such a classification separated people into those with and those without specific 
academic qualifications and experiences, and was commonly used as selection criteria in 
both employment and education. A study of employer's selection strategies (Ashton & 
Maquire 1980) had found that educational qualifications were used as a way to screen or 
pre select candidates for technical, professional and managerial position; non-academ ic 
qualifications or skills were viewed more favourably for craft and clerical level position. 
Ashton & Maquire's study indicated, however, that educational qualifications were being 
increasingly viewed more circumspectly by employers. 
This deliberation was apparent from the literature. The view most prevalent was that 
sound subject knowledge was no longer considered sufficient as preparation for work 
without the accompanying development of sets of skills and personal qualities necessary 
for successful practice (Harrison 1993). In Shaw's view (1991) skilled practitioners 
needed to 'know about', traditionally the prerogative of education, and to 'know how', the 
training component. 
Indeed, Brennan & McGeevor (1988) warned that Britain could be in danger of placing 
more importance on experience and personal qualities for entry into and progression 
through employment than it did on educational qualifications. The situation of 
responding directly and explicitly to the demands of work heralded the warning of 
' ..... making universities into weather vanes in the face of strong 
societal demands'. 
Berdahl (1990: 178) 
The real situation might, in fact, be more that emphasis on academic qualifications or 
personal skills and qualities depended on the type of employment. That it was not a 
case of either-or, but that all employees would require both in the changing climate, is 
discussed next. 
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3.5 Changes in Organisational Structure and Operation 
The study by Brown & Scase (1994), in connection with the relationship between Higher 
Education and the economy, recognised that fundamental change had occurred as a result 
of the supersedence of bureaucratic forms of organisation by more flexible structures. 
The defined hierarchical breakdown of job tasks and work roles of a bureaucracy were 
no longer possible in a situation of free market competition where emphasis on effective 
use of resources demanded that every employee took ownership and responsibility for 
the success of the company. These transformations had resulted in changes in the 
demands industry made of employees. It was claimed that it was not so much failure of 
education to meet technical competencies that concerned industry leaders rather it was 
the inability to develop personal qualities appropriate for the emerging organisational 
paradigms (CBI 1989). [The importance of personal qualities was to figure in the study 
reported in this thesis and is apparent in Section 7.11.1]. The implication was that 
education was expected to provide for the requirements of industry and commerce, 
vigilantly keeping abreast of changes in that sector and rapidly responding to them. It 
was not evident from the literature how, during times of recession and cutbacks, this was 
to be achieved. 
A further issue was that attitudes had changed because of implications of resource costs, 
including the 'hidden' cost from the loss of productivity, of a less than 'adequate' new 
employee. Some employers were no longer prepared to expend time and money to'train 
up' graduates. In addition, increasingly employers were required to provide continual 
professional development for serving staff in order that they too might be as effective as 
possible. Other less expensive alternatives were sought. For instance, some larger 
companies took to providing education and training 'in house' and an abundance of 
private training organisations blossomed to respond to the market potential. 
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The extent to which employers were willing to allow the education sector to provide the 
appropriate education and training was another consideration. Although it might be 
attractive not to have the financial burden of training, reliance on Higher Education 
requires that it be well equipped to do the job (Brennan 1985). This, together with 
similar concerns identified in the literature in Section 2.3, reflects the issues raised in 
Section 1.3 wherein concerns about the capabilities and experiences of teachers were 
discussed. 
3.6 Students' Views on Function of Education 
Brennan & McGeevor (1988) reported that students considered the benefits of Higher 
Education encompassed more than just a better chance of getting a job. Although the 
order of the benefits seemed to vary with the particular course attended, the three main 
advantages of education indicated by students were the generation of new knowledge, 
personal growth and development of the individual, and training of 'highly qualified' 
specialists for industry and commerce. The findings and implications of this particular 
study will be examined further in Chapter 8A when students' perceptions of skill 
requirements are discussed. 
For the students in Brown & Peelo's study (1982) there was marginal support for 
education 'developing the whole person' rather than merely 'training them for a job', but 
the emphasis depended on discipline area. Economics and engineering students stated 
strongly their perceived need for more emphasis on training for work. Some physics 
students, however, saw the possession of a degree itself to be most beneficial although 
they appreciated the relevance of the content of their course by the second year of study. 
The functional nature of these sentiments was counteracted by Brennan (1985) who 
posited ethical considerations about training students for jobs that would not materialise 
during circumstances of high unemployment. 
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3.7 Impact of Interpretations of Function of Education 
As mentioned in Section 2.4, education had been subjected to a prolonged period of 
change by the introduction of many initiatives aimed directly at what would be taught, to 
whom and how. This period had also incorporated innovations relating to the 
organisation and operation of the institutions themselves as a consequence of the 1988 
Education Reform Act. 
In such a dynamic situation it would not be surprising to find that staff had become 
unsure of their professional purpose, of that of their institutions and even of education 
itself. Not only were there differences in interpretations about the purpose of education 
between government and employers on the one hand and educators on the other but also 
individual teachers interpreted the scene differently at different times. Change is known 
to be threatening; it has been recognised that time is needed for reflection and 
accommodation. In this instance changes were so rapid as to preclude such adaptation. 
Adoption of a new paradigm threatens self concepts and, therefore, deeply held values, 
and the typical responses to such threats are often misinterpreted as resistance to the 
change. This is considered further in Appendix 2 when the impact of changes in 
education are reviewed. 
3.8 Towards a More Balanced View 
Particular publications in the literature on the debate about the function of education 
tended to polarise either towards value for the individual or towards value for society. 
Both perspectives have been reviewed in this Chapter in order to provide a balance. 
However, Barnett (1990) had expressed the view that education should develop qualities 
that are worthwhile to both individuals and the community, that is, that education should 
be neither purely 'liberal' nor 'utilitarian'. 
In the report of a study in Australia, where for over a decade there had been a similar 
debate about the gap between education and work, the indication was that there was 
more dissension in the rhetoric than in practice. This was apparent from the following 
quotation: 
"Close examination of the values and expectations underlying sanctioned attitudes, 
attributes, knowledge and skills, indicates a greater degree of symbiosis between 
educators and employers than is traditionally acknowledged" 
(Cumming 1988:15) 
Indeed, Brennan & McGeevor (1988) spoke of the United Kingdom Government's 
acknowledgement of the broader purposes of education but proposed that these were 
currently placed subordinate to the achievement of economic goals. 
It has to be acknowledged that the government policies of the 1980s and 1990s had 
profound effects on all sectors of education. Tasker & Packham (1994) felt these 
policies eroded the liberal values of education; values which they had seen as not 
inconsistent with vocational ends in 1990. Brennan & McGeevor (1988) argued, 
however, that a distinction between vocational and non-vocational education was 
untenable but also considered that narrow, short term conceptions of what was relevant 
to the economy was equally fallacious. Whilst the benefits of liberal education were 
attested to by Prickett (1994), he also argued for caution in responding to 'market 
generated education'. One observation from overseas was that 
"The existing system, built up over so many years and based on trust and 
consultation, could have been made more market-responsive, but it would 
have taken longer than the present Government was willing to wait" 
Berdahl (1990: 179) 
Tasker & Packham (1993:134) also argued that the differences between education and 
industry would 'become obscured in the changes that were taking place in both'. The 
differences were traditionally related to the purpose of each. Competitive generation of 
profit for private gain, which might or might not benefit society, was proposed for 
industry and collaborative generation of knowledge for the benefit of society as a whole 
proffered for education. These difference would be less distinct, Tasker & Packham 
(1993) felt, in the prevalent situation which required education to respond to the market 
economy and industry to conserve scarce resources. Perhaps, therefore, it was rather 
that the British economy could not afford to invest the amount of time necessary for the 
changes to occur 'naturally' considering that changes in attitudes were involved and, as 
indicated in Section 3.3, attitudes are not easily changed. 
However, it need not be a case of pursuing either education or training. Jamieson (1985) 
implied that economic needs and the needs of the individual were two separate and 
unrelated entities. It might also be argued that they are closely interrelated. At a 
simplistic level, a rich economic climate enables and encourages the individual to seek 
satisfaction of his/her needs and provides a supportive environment for this. A weak 
economic climate restricts the individual, putting barriers of job or finance availabi lity in 
the way of satisfying individual needs. It would seem that the needs of the economy and 
of the individual are, therefore, inexorably linked in that, to some extent, education also 
contains training and those who partake in training also become educated (Venn 1983). 
Rather, as indicated in Section 3.2 of this Chapter, it would seem to be a question of the 
particular emphasis that is put on 'education' or 'training' at the particular time. 
Throughout one's learning lifetime this emphasis may shift but at all times education and 
training should be integrated into a unified learning experience rather than be presented 
as conflicting phenomenon. This argument gained support from Shaw (1991) who felt 
that the 'distinction' and 'compartmentalisation' in the United Kingdom of education and 
training was 'unhelpful' in comparison with the international view whereby they were 
seen as more unified, representing 
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" ..... two facets of a seamless preparation for effective and personally 
fulfilling economic activity" 
(Shaw 1991:8) 
Without this unity, much of what has been discovered and written about as the theory of 
learning has been wasted. Failing to put into practice such principles as making learning 
relevant to the needs of the learner would seem to indicate a high degree of hypocrisy. 
Such issues appear to have penetrated Higher Education but may yet require concerted 
action. This will be explored further as the report of the research progresses. 
It is one of the intentions of this study to identify, within the resource constraints of a 
PhD study, whether there is any synergy between the interpretations education and 
industry place on the skills required by learners. Chapters 7 A, 8A and 9A investigate, 
from the perspective of the literature, precisely what these qualities might be from the 
viewpoint of industry, students and education respectively whilst Chapters 7B, 8B and 
9B present the interpretations provided by employers, students and teachers ascertained 
in the fieldwork of this study. 
3.9 The Development of the Research Focus 
Considerations of relevancy led me to continue with my investigation of the skills 
required for employment and to identify precisely what these skills might be. It seemed 
most appropriate to investigate this issue in two ways; 
(i) further and more extensive examination of the literature in order to ascertain the 
skills purported to be necessary for employment, and 
(ii) direct establishment of the views of individuals, or a sample of those, most closely 
associated with the education-employment interconnection - namely, employers', 
teachers' and students'. 
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The three pronged documentary analysis would 
(i) check the in-depth individual perspectives against wider based public 
dec larati ons 
(ii) facilitate comparison of the skills derived from this triangulated investigation, 
making it possible to 
(iii) identify any discrepancies in expectations and 
(iv) provide a basis for assessing whether it was necessary to introduce remedial 
action for those in the education sector in order that greater appreciation of the 
various interpretations of employment requirements might be encouraged. 
Furthermore, appreciation of discrepancies in viewpoint would better indicate the mode 
by which any disparity could be addressed. This would, it was hoped, provide a sound 
basis for recommendations of appropriate, focused and cost effective staff development. 
3.10 The Research Questions Refined 
As indicated in Section 2.10, the first stage of the study had addressed questions related 
to teachers' appreciation and understanding of the requirements of employment and had 
determined an appreciation of the general needs from the perspective of industry and 
commerce as presented in the literature. These issues were further refined to form the 
questions addressed by this study. These were: 
1. What skills, other than specific knowledge, did employers, students and teachers 
think were necessary for employment? 
2. Did a comparison of the skills identified by employers, students and teachers 
indicate a possible explanation for employers' dissatisfaction with education; In 
other words was education out of tune with employers' requirements in some 
way? 
3. If the views of skill requirements were similar, was it rather a question of the sort 
of experience provided during education for the development of skills that resulted 
in the apparent lack of capabilities perceived by employers? 
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4. How could teachers and students be helped either to understand what skills were 
required and/or how to develop the skills? 
The latter question depended on the outcomes of the previous questions. The manner in 
which this information concerning skill requirements was accessed forms the basis of 
Chapter 5 but before progressing with this issue the research strategy for carrying out the 
investigation is presented in the next Chapter. 
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CHAPTER 4 
INVESTIGATION OF RESEARCH METHODOLOGY 
Having decided what to commence investigating the next decision involved identifying 
the most appropriate and feasible method for carrying out the investigation. This 
chapter begins with an examination of what 'research' actually meant to me and touches 
on the philosophy on which the study was based and the stages through which the 
methodological search progressed in order to arrive at the approaches adopted. This 
investigation of research methodology was a learning process which revealed much 
about the pre-conceptions I had held as well as enabling traditional and/or professional 
terminology to be acquired for what had previously been unarticulated and unlabelled 
thoughts and concepts. At the commencement of the research investigation I was, 
therefore, in a position similar to the one expressed by the following: 
"Every .......... researcher has in his [ sic] mind some kind of model which 
influences the way he perceives the subject of his investigation. For many 
people the model is generalised, vague and below the level of logical 
consciousness but nevertheless it exists and provides a perspective on the 
world under examination" 
(Gray 1988: 142) 
4.1 Introduction 
It was recognised that the choice of problem, formulation of questions, selection of 
participants, methodological concerns, kind of data sought and mode of treatment would 
all be influenced and determined by the viewpoint held by the investigator (Cohen & 
Manion 1989). That my biography had exerted considerable influence on my viewpoint 
and in defining the thrust of this work (Bogdan & Biklen 1982) has been discussed in 
Chapter 1 together with the discussion of the significance of value issues described in 
Chapter 3. Particular aspects were of interest because they had touched my life in 
important ways, for example seeing educational personnel become demoralised and 
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despondent whilst attempting to respond to the continual criticisms as well as to 
increased demands and pressures, observing the spread of these feelings to other staff, 
particularly new and keen staff and to students, and appreciating the repercussions for 
future education and life long learning. 
The ultimate selection was made, however, on the basis of what was felt to be 
comfortable and appropriate to my overall research objectives of advancing the body of 
knowledge and contributing to information for the improvement of practices within the 
educational system (Cantor & Roberts 1986). 
4.2 The Meanings of Research 
The Collins English Dictionary and Thesaurus (1993 :980) defines research as 
"systematic investigation to establish facts or collect information on a subject" 
indicating as synonyms: 
"analysis, delving, examination, experimentation, exploration, fact-finding, 
inquiry, investigation, scrutiny and study" 
Finch (1986), in referring to quantitative versus qualitative issues, stated that he did not 
consider 'fact finding' to be the same as 'research'. When dealing with human beings it 
is my belief that it is not possible to establish unequivocal 'facts'. Human beings are too 
complex and so infinitely variable and, therefore, uniquely individual, that it is only 
possible to state 'a truth verifiable from experience or observation' from a particular 
perspective, based on individualistic interpretations which are the subject of unique 
experiences and perceptions. Other researchers who concur with this view include 
Hammersley & Atkins (1995) and Denzin & Lincoln (1994). 
An alternative viewpoint of research encompasses critical investigation of hypothetical 
propositions about the relationships of natural phenomena in a controlled and systematic 
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way (Kerlinger 1970). This involves the checking of subjective belief against objective 
reality. This is the quantitative approach whereby behaviour, in terms of independent 
and dependent variables, is analysed statistically. Behaviour is sUbjected to 
manipulation and identified outcomes are measured as specific variables which are then 
compared to hypotheses or inferences of relationships are made on the basis of statistical 
significance of difference. 
This method is precise and succinct, easily aggregated for analysis, accommodates 
standardisation, and is beneficial for studying small aspects of behaviour with large 
samples, so that all the results can be generalisable from the sample to the population. 
To follow a quantitative approach the investigator attempts to control the conditions 
under study by manipulating, changing, or holding constant external influences and 
measuring a very limited set of variables (Black 1993). In the present study it was felt 
to be neither feasible nor practical to attempt to introduce such control. 
The previous chapters have attempted to demonstrate the range and diversity of 
influences that act upon individuals in educational institutions. There are so many 
variables which individually and collectively impact to produce the overall opinion held 
by an individual that it would be beyond the scope of this study to investigate them all by 
use of quantitative methods. In addition, the influencing variables were not, at this 
stage, fully known - at least not those that were of significance for other people, so it 
would not be possible to isolate and control them without the danger of oversimplifying 
the complexities, or missing major factors of importance to others, and of failing to 
portray the impact of the 'whole' (Patton 1990). 
Similarly, a hypothetical-deductive approach was not considered appropriate when 
important variables could not be determined nor could their relationships be projected 
(Patton 1990). In view of this the initial research strategy did not include a detailed 
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hypothesis. Instead, research questions were posited, as presented in Section 3.10 and 
the results from each stage suggested the more precise focus for the next. The 
possibility of a 'funnel' approach was postulated at the commencement of the study, 
described as having breadth at the beginning and focusing down toward the end of the 
study (Agar 1980). 
Cohen & Manion (1989) suggested that the term 'research' could take on a range of 
meanings, all of which would be quite legitimate, but which had the characteristics of 
being empirical, systematic and controlled, using experience for validation and based on 
the inductive-deductive model. This means that the investigator operates inductively 
from observations to hypotheses and then deductively from these hypotheses to their 
implications as a check on their validity. Mechanisms are built-in for protection against 
error, as far as humanly possible, with procedures and results open to scrutiny by fellow 
professionals. To some extent it could be argued that this approach was, indeed, 
adopted in that personal experiences and intuitive theories (the inductive observational 
component) were tested against the literature at periodic stages throughout the study. 
The validity of initial theory and observations have been described in Chapter 2 of this 
thesis and further validation of ideas appear in Chapters 7, 8 and 9. However, formal 
hypotheses formulation did not constitute a component of the research design for this 
study, again for reasons related to the complexity of variables uncovered at each stage. 
An acceptable summary from the perspective of this study, one with which Cohen & 
Manion (1989) would concur, is that research is conceived as one process by which 
dependable solutions to problems may be arrived at through the planned and systematic 
collection, analysis, and interpretation of data. In this way, knowledge will be advanced 
for the promotion of progress and this will also enable humans to relate more effectively 
to their environment and help to resolve conflicts. 
4.3 Methodological Considerations 
Patton (1990) advocated a paradigm of choices, recognising that different methods were 
appropriate for different situations, and rejected methodological orthodoxy in favour of 
'methodological appropriateness'. This he felt should be the primary criterion for 
judging methodological quality. To achieve appropriateness he felt it was necessary to 
consider issues of whether sensible methods decisions had been made given the purpose 
of the enquiry, the questions being investigated, and the resources available. These were 
some of the factors considered in the selection of methods for this investigation. 
As indicated by the discussion in the previous section a nomothetic approach was 
inappropriate in view of the stress placed in the study upon the subjective experience of 
individuals in the creation of their world. An idiographic methodology was, therefore, 
attractive in that the principle concern related to understanding the way in which 
individuals create, modify and interpret the world in which they finds themselves (Cohen 
& Manion 1989) in the belief that everyone possesses a 'conceptual lens' which orients 
and offers different types of explanation for similar phenomenon (Popkewitz 1984). 
Similarly, the viewpoint that humans interpret, construct and act on their theories derived 
from their experiences was not conducive to a positivist epistemology. This approach 
implies a search for 'causes' and requires quantitative measurement and statistical 
analysis of hard, objective, and tangible data (Finch 1986). Rather, an interpretivist 
epistemology, concerned with uncovering meanings for and of the individual, seemed a 
more appropriate non-statistical but in-depth approach for this study. 
4.4 Epistemology and Enquiry Paradigm 
Objectivity is recommended as a means to ensure that understanding or meaning of 
experiences is in the terms of the participants, rather than one's own interpretation of the 
same experience (Gray 1988). In order to achieve this, sound advice came from Foster 
(1989) with regard to the maintenance of openness and flexibility of mind. Although 
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the endeavour was to enter the fieldwork without any preconceptions that might prevent 
me from keeping an open mind, the recognition was there that real objective enquiry is 
very difficult to achieve, since 
"When professional social researchers set out to investigate the human situation, 
a way of thinking about and describing their work travels with them" 
(Agar 1986: 11) 
An awareness of one's paradigm is important in that it shapes the world view in the ways 
described in the previous Section. My scientific undergraduate training exposed me to 
the quantitative/experimental paradigm, my psychological training demonstrated the 
appropriateness of quantitative and qualitative approaches, but subsequent interests have 
directed me more towards a more holistic understanding of human experience in a 
context-specific setting. Therefore, the argument that methodological prejudices may 
reduce flexibility and adaptability (Patton 1990) are fully appreciated. 
Such an awareness of existing presuppositions should encourage consideration of 
alternatives to the adopted ways of thinking by not making unjustified generalisations 
through the use of a conceptual framework that was not appropriate to the study 
(Markov a 1982). Whereas, it is said, quantitative research could generate administrative 
intelligence it could not provide, as qualitative research does, opportunity for the 
appreciation of the direct experience of those involved which also facilitates explanation 
at the level of meaning and cause (Finch 1986). 
A discovery oriented, naturalistic inquiry seemed most appropriate as there was no well 
defined hypothesis for refining and testing (Burgess 1984). The study consisted of the 
researcher studying real situations, as unobtrusively as possible, with minimal 
manipulation, no prior constraints, and openness to whatever emerged. Such an 
approach is said to produce a wealth of detailed information about smaller numbers of 
people and situations thus increasing understanding (Patton 1990). This approach was 
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intended to enable individuals to have freedom to voice their true opinions and feelings 
as well as to encompass an element of flexibility so that the occurrence of any 
unanticipated developments could be taken into account and be accommodated within 
the overall research plan (Foster 1989). 
The study of real-world situations as they unfold naturally is said to require 
ethnomethodological techniques (Patton 1990), the purpose of which, it is claimed, is to 
provide rich, descriptive data about contexts, activities and beliefs of all the participants 
in educational settings. It is believed that ethnomethodologists try to understand how 
people see, explain and describe the world in which they live (Bogdan & Biklen 1982) 
and their study is purported to be directed at the mechanisms by which participants 
achieve and sustain interactions, the assumptions they make, conventions they utilise and 
practices they adopt (Cohen & Manion 1989). 
The alleged authenticity and richness in data of an ethnographic approach (Pollard, 
Purvis & Walford 1988) was attractive, being neither subjectively nor objectively biased 
but interpretative, the 'mediating of two worlds through a third' (Agar 1986). My 
experiences in post compulsory education provided the necessary understanding of the 
culture examined, the language, concepts, categories, practices, rules, beliefs, and so on 
necessary for an ethnographic approach (Maanen 1988). My background would thus 
provide a resource for making sense out of the research experiences (Agar 1986). The 
ability to draw on these prior experiences would supplement the understanding gained on 
location especially in relation to the history of the institution in the study (Bogdan & 
Biklen 1982). Unfortunately, workload pressures forced me to decide whether to 
continue in full time employment in the education field I was studying and risk 
completion of the research, or to give up the permanent employment and concentrate on 
the study. Self interest led me to adopt the latter strategy and so a purely ethnographic 
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approach was not then a possible methodological option; I did, however, try to emulate 
this approach in my research in the ethnomethodological approach adopted. 
When engaged in methodological considerations another issue arose, related to 
assumptions about human nature. The argument addressed (Cohen & Manion 1989) 
was in terms of determinism versus voluntarism. Determinism is said to view human 
beings as responding in a mechanistic fashion to the situations they encounter in their 
external world. This view regards human beings and their experiences as products of 
the environment and makes the assumption that humans are conditioned by their external 
circumstances. There seemed to be quite considerable sense behind these ideas; 
experience prior to commencing the study had led to observations of individuals 'worn 
out' by their environment or of individuals who complied in a mechanistic manner to 
external circumstances either because it was easier, produced less conflict or through 
considerations of need for security of work. 
The alternative presented, the voluntarism view, attributed a more creative role to human 
beings. This perspective viewed freewill as central, with human beings as the creators 
of their environment, being the controller or master rather than the controlled or 
marionette (Cohen & Manion 1989). Individuals who demonstrated these 
characteristics had also been encountered personally and, upon reflection, were usually 
the people who took up causes, became most emotionally disturbed by their environment 
and, ultimately, were those who opted out of the organisation when little change and 
progress could be achieved or who, alternatively, instigated the change but at 
considerable personal cost. Having said this, however, it was recognised during the 
course of the study that every individual has an impact on and is, themselves, impacted 
upon by the environment. The aim of the study was to fully understand the individual 
cases before attempting to combine or aggregate them in order to understand the multiple 
inter-relationships among dimensions (Patton 1990). 
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One of the particular strengths of the interpretative approach is claimed to be its capacity 
to identify the unexpected and illuminate the odd, raising important questions about the 
deepest assumptions and the most taken-for-granted purposes and perceptions in 
organisations (Hargreaves 1994). Among the advantages listed by Patton (1990) are the 
greater attention to nuance, setting, interdependencies, complexities, idiosyncrasies and 
context that such approaches give. He also claimed that it is possible to strive to 
understand phenomenon as a whole and that, therefore, interpretative research can act as 
a process of discovery. 
Research pursuing qualitative data was considered, therefore, to be particularly 
appropriate for this study as it was the approach that gets close to people and situations, 
captures perceived facts and what people say, includes a great deal of descriptive data 
and can include for direct quotations from people (Patton 1990). The study was focused 
on what personnel were experiencing, how they interpreted their experiences and how 
they structured the world in which they worked. As such the concern was with 
participant perspectives to illuminate inner dynamics of situations that were often 
invisible to outsiders, and to accurately capture people's interpretations (Bogdan & 
Biklen 1982). 
The study plans were but hunches to be modified and remoulded as the study proceeded, 
therefore, the design had to be flexible and able to evolve so that a full account of the 
procedures could be described in retrospect as a narrative of what actually happened 
(Bogdan & Biklen 1982). 
4.5 Investigative Methods 
The gamut of research methods were scanned in order to identify those most appropriate 
for the study and those which would be suitable from practical considerations. Some, 
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although extremely interesting and tempting, had to be discounted due to impracticability 
in my particular circumstances. 
4.5.1 Documentary Analysis 
Review of the literature, it has been suggested (Straus & Corbin 1990), could be used as 
secondary sources of data to: 
identify previous research in the area 
discover where there are gaps 
delineate important variables for study 
suggest relationships among important variables 
see if emergent theory had some relationship to theories already recognised 
and, indeed, was used in this study to achieve all of these aims at some stage. The initial 
search of the literature was carried out in order to examine the emergent intuitive 
theories. This search, Literature Search A, was restricted at that stage to that sole 
function in order that I did not become: 
" .......... so steeped in the literature as to be constrained and even 
stifled in terms of creative efforts by knowledge of it" 
(Straus & Corbin 1990:50) 
The following two Literature Searches, Band C were, fundamentally, documentary 
analyses although not within the strictest definition implied by that term. For example, 
the literature on documentary analysis typically refers to the analysis of organisational 
documentation, policy directives, and so on. In contrast, Cohen & Manion (1989), when 
discussing documentary analysis, included official publications and research reports 
because of their ability to present the opinions of others: 
"All, intentionally or unintentionally, are capable of transmitting a first-hand 
account of an event and [were], therefore, considered as sources of primary data" 
(Cohen & Manion 1989:55) 
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In this study, Literature Search B, carried out simultaneously and concurrently with the 
fieldwork, was used as a means to draw together the published studies relating to the 
topic of this study. When analysis of the fieldwork data was carried out it became 
apparent that this could be compared with the information residing within the literature 
search. In this way, the literature was used with appropriate caution in a way that 
enabled previous research into the study topic to be identified, disseminated and 
compared with current views expressed by participants (Hammersley & Atkinson 1995). 
Note was taken, however, of warnings that literature reports might be fragmentary and 
subjective and not, therefore, an authentic or accurate record of actual events and 
processes (Cassell & Symon 1994). Denzin & Lincoln (1994:464), however, believed 
that there had been a radical redefinition of documents by which they had become 
'products, like speech, of a system within which they were defined and made meaningful' 
through conversion into text. For them, document validity or reliability were secondary 
to considerations of the relationships between the social construction of the text and its 
'audience-derived'meaning. It had also been noted that literature could be used as 
supplementary validation of the accuracy of findings (Straus & Corbin 1990) and this 
was one of the purposes to which the documentary analysis was directed in this study. 
More explicit description about the form and function of documentary analysis adopted 
in this study will be presented in Section 5.2. 
Literature Search C was used as a means of identifying any staff development that had 
occurred, in Higher Education in particular, in relation to employment skills issues in 
order that recommendations for future development could be made based on the findings 
of the study. 
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4.5.2 Questionnaire 
A questionnaire was devised for use as a tool for accessing information related to the 
specific research questions which appeared in Section 3.10, namely skills perceived to be 
necessary for employment and associated teaching methods for developing these skills. 
In addition specific questions provided information on the range and recency of 
experience of participants in non-educational employment. The format of the 
questionnaire also allowed selection of individuals to act as participants for later parts of 
the study. I felt that the use of a questionnaire would be economical in terms of time 
and money in respect of the amount of information that could be gathered. 
Questions were distinguished according to whether they were related to fact or opinion. 
The questions of fact were placed early in the questionnaire followed by those requiring 
opinions. This format was adopted for two reasons: primarily, to enable the 
respondents to answer factual questions in a few minutes and to allow me to quickly 
identify the various categories of respondents; secondly, to allow the respondents time 
to settle in to the task of answering a questionnaire and to, thereby, give them greater 
opportunity to come to terms with the task and to feel more comfortable by the time 
questions of opinion were met. This, to some extent, would operate whether 
respondents read and responded to each question consecutively or whether their 
preferred style was to read through all the questions before attempting to respond to any. 
The separation of the questions also facilitated completion in stages as it was known, 
from experience, that questions requiring factual answers could be completed without 
too much thought during small intervals of spare time whereas there may be a preference 
for leaving questions about opinions until the availability of a larger block of time 
allowed them to be mulled over. 
The questionnaire format received considerable attention as it was known that, as first 
impressions were important, the appearance and layout of the questionnaire could deter 
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some people from completing it. To gain a high level of response it was appreciated 
that a prime aim of the questionnaire design should be to minimise the time burden 
placed on the respondents. The procedure adopted, therefore, was to provide response 
options where possible on the factual questions so that it was merely necessary to delete 
those not applicable or circle those that were. Within this, however, provision was made 
for the opportunity to add any option not included. Questions relating to opinion were 
presented in a structured manner, for example a table format, which again was adopted to 
provide ease of response and yet also allowed for free responses to be given. This free 
and fixed response format was included in order to obtain both quantitative type data and 
to provide the opportunity to give new and unexpected comment (Partlett & Hamilton 
1981). 
The nature and structure of each question was carefully considered within the 
questionnaire design to ensure that there was no ambiguity, no unnecessary questions, 
and no leading or multiple questions (Oppenheim 1986). 
Some disadvantages in the use of questionnaires were recognised; considerable expense 
in terms of printing costs and postage, weakness of closed questions, lack of control over 
time of day, time taken, freedom from interruption and other factors that would 
constitute inconsistency between respondents of completing the questionnaire. It was 
further recognised that the voluntary nature of questionnaire completion could result in 
there being no responses from sections of the respondent population who might be 
considered as important for the design of the research, for example senior management, 
personnel with heavy work loads, those actively involved with many aspects of the 
organisations' operation, those who chose never to be involved with anything. 
The questions providing background information about the respondents were used to 
check whether any specific categories of respondent were absent from the returned 
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completed questionnaires; none was found to be the case. A check on the number of 
returned questionnaires from each category indicated that a sample proportional to the 
size of the staff or student population had been received. Issues relating to 
standardisation for completion of questionnaires was not felt to be a relevant factor in 
this study as a quantitative approach had been rejected. 
The questionnaire was piloted with individuals who would not be used for the study. 
This procedure highlighted any areas of difficulty and enabled changes to be 
incorporated before the questionnaire was distributed to the sample population. Also, as 
the early stages of the research took shape its aims underwent subtle changes as a 
consequence of greater clarity of thinking. These changes required new and better 
specification for the instrument of measurement (Oppenheim 1986) and these were 
incorporated up to the point of distribution when it was felt that consistency should 
outweigh any further amendment considerations. 
The information, and associated analysis, of the questionnaires are presented in the 
sections relating to specific content as follows: 
Skills identified 
Educational employment 
Non educational employment 
Teaching methods identified 
Priorities for Staff Development 
4.5.3 Interviews 
The interview has been defined as 
Chapter 7B, 8B and 9B 
Chapter 10 
Chapter 10 
Chapter 10 
Chapter 12B 
" ........ a two-person conversation initiated by the interviewer for the 
specific purpose of obtaining research-relevant information, and focused 
by him [sic] on content specified by research objectives of systematic 
description, prediction or explanation" 
(Cohen & Manion 1989:307-8) 
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The greater depth of data collected is presented by Cohen & Manion (1989) as the 
overall advantage of the interview over the questionnaire; its proclivity to subjectivity 
and interviewer bias were identified as its disadvantage. 
As a research tool the interview was considered appropriate in view of the flexibility of 
being able to follow up areas of importance or clarify areas of misconception, because of 
the increased depth it provides due to freedom for articulation and use of 'how' and 'why' 
type questions. In addition, the richness of data produced by an interactive exercise 
which is supported by non verbal communication has been noted (Pope & Denicolo 
1986). Observation and interviewing had been described as integrated approaches that 
are mutually reinforcing enabling a great deal of information to be gathered, dependent 
on the skill of the interviewer and careful attuning to the nuances of the interaction 
(Patton 1990). 
A number of considerations made it necessary to include personal interviews with 
participants selected from the completed questionnaires. Personal interviews were seen 
as: 
a means by which the interviewer could be free to explore, probe and ask 
questions in order to elucidate and illuminate a particular topic or subject. 
providing opportunity for the research participant to express in their own words 
and ways their opinions on particular topics or subjects and to bring into the 
research anything that they felt was of importance. 
facilitating opportunities to pick up on anything said or intimated by the interviewee 
in order to clarify, expand or delve deeper and tease out underlying aspects. 
employing the techniques of active listening, summarising and checking perception 
of important issues with the participant in order to alleviate interview bias. 
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Interviews can fall between conversation (undirected, very informal, open, rambling) and 
interrogation (highly structured, information producing, control vested in the hands of 
the interviewer). Interview formats were, therefore, investigated and the pros and cons 
of each weighed up in the light of this particular study. It was noted that there was no 
single format that was absolutely correct, selection depending on the nature of the study, 
the kind of information sought and the degree of detail required (Parlett 1978). 
Cohen & Manion (1989) have characterised structured interviews as closed systems, 
whereby the content and procedures were organised in advance, with the sequence and 
wording of questions determined by means of a schedule so that the interviewer had little 
freedom to make modifications beyond any leeway specified. The assumption has been 
made by Burgess (1984) that the interviewer is able to manipulate the situation to this 
specified degree but that there is no rapport during the procedure which merely consists 
of the asking, answering and recording of answers to the questions. The lack of 
flexibility, prepared rigidity of questions and positive requirement for the establishment 
of good rapport made this option inappropriate for this study since it required a flexible 
tool that could be easily used with respondents that were unfamiliar to the interviewer. 
The unstructured interview is said by Cohen & Manion (1989) to offer minimal direction 
or control opportunities for the interviewer, with question content, sequence and wording 
open to change and total freedom for the respondent to express subjective feelings as 
fully and spontaneously as s/he chooses or is able to. However, Burgess (1984) 
considered the relationship between the researcher and interviewee to be crucial. It 
seemed that such an approach would require lengthy interviews in order that sufficient 
data could be extracted that was relevant to the research interest; or a precise statement 
of the research interest would be required in order to ensure that the interviewee could 
keep to the point. Neither of these options was available for this study as the economic 
climate prevented lengthy 'chats' and the exact research focus was to develop from the 
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interview discussion. There were also implications for the interpretation of data and any 
possibility of comparison between different respondents from so variable a source of 
data. 
Semi-structured interviews employing a set of themes or topics that form questions 
posed during the course of conversation are claimed by Burgess (1984) to give 
informants the opportunity to develop their answers outside a structured format. Whilst 
enabling the researcher to introduce some control on the kinds of questions used, Cohen 
& Manion (1989) consider that this method also has the possibility of limiting the 
discussion to certain parts of the interviewees experience. This option seemed to offer, 
for this study, appropriate degrees of control for the researcher and freedom for the 
participant particularly as the key areas could be raised in a conversational style. 
Participants were briefed about the nature and purpose of the interview as truthfully as 
possible without biasing responses. Every attempt was made to make the participants 
feel at ease both with the interviewer and with the research task and procedure. 
Participants were asked for consent for the use of a tape-recorder to record responses. 
Explanations were made regarding the recording of non verbal responses that occurred 
during the interview which were felt would contribute to the understanding of the 
responses made verbally. Care was taken with the performance of this recording as 
researcher bias could be introduced by the provision of behavioural cues to the 
interviewee when taking notes during an interview. In addition, my psychological 
training had raised awareness of the effects that interviewer non verbal communication 
could have on interviewees. 
The above aspects were taken into account and the repertory grid technique, discussed in 
more detail in the next section, was adopted so that completion of this provided the 
structure for the interview. The requirement for the interviewee to fill in the grid format 
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provided a centre of attention not only for questions but also for behaviour on the part of 
the interviewee. This, in addition to being seated at right angles to the interviewer, 
reduced the likelihood of the participant picking up cues from the researcher. Questions 
were directed at clarification of what was written on the grid and, as the topic for this had 
originated from the questionnaires, it was also possible to check aspects that had 
appeared on the completed questionnaire with the interviewee. Throughout the 
interview I adopted a very positive and encouraging attitude and approach to whatever 
the interviewee said or wrote remembering always that it was their opinion that I was 
seeking. 
Material obtained during these interviews has been used to support the interpretations 
made of participants completed repertory grids, the discussion of which appears in 
Chapter 11. 
4.5.4 Repertory Grids 
The importance of investigators incorporating, within their methodology, the views of 
those involved in the particular education issue with which they are concerned had been 
identified (Denicolo 1994). Participants views were an important aspect of this study 
but were, I knew from psychological investigation, not necessarily presented in response, 
either in writing or verbally, to a question. A technique was, therefore, sought which 
would provide a means of accessing 'real opinions and views' as opposed to those 
formulated as responses to questionnaire items or presented in interviews which might 
well be influenced by perceived expectations and/or social acceptability. The solution 
presented itself in the form of Personal Construct Psychology/Theory deriving from the 
work of George Kelly (1955). 
The Kellyian view - that there is no objective, absolute truth and that events are only 
meaningful in relation to the ways they are construed by the individual - seemed very 
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appropriate for a study which was focused on the way individuals perceive their 
particular environment, interpret what they perceive and, as a consequence, react in 
particular ways to it. A central assumption of the standard form of repertory grid is that 
it enables the researcher to elicit constructs that research participants use in this 
interpretation and prediction (Cohen & Manion 1989). The individuality corollary 
indicates that people differ from each other in their construction of events. The 
repertory grid has been seen 
" .......... as a tool which can be used to explore a person's repertoire of 
constructs within a particular domain of enquiry" 
(Pope & Denicolo 1993:3) 
Cohen & Manion (1989) spoke of concepts that enable meaning to be imposed, giving 
reality sense, order and coherence; they viewed perceptions of the world as being highly 
dependent on the repertoire of concepts at an individuals command. Thus, different 
people tend to view the same objective reality differently. Cohen & Manion's use of the 
term 'concepts' seems closely allied to Kelly's 'constructs'. 
The aim of the study was to achieve some understanding of how participants construed 
their working world or the future working world of their students. In order to do this it 
was necessary to have some understanding of their sets of personal constructs about this 
domain and to achieve some empathy with each participant's point of view. 
Kelly saw his brief as 
"Finding better ways to help a person reconstruct his [ sic] life so that 
he need not be the victim of his past" 
(Kelly 1955:23) 
It is claimed that identification of and reflection on personal constructs is a vital part of 
the process of development (Denicolo 1994). A hope of the study was that the use of 
repertory grid techniques would act as a catalyst and change agent: 
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"Tools which emphasise reflection and support [and] help the teacher to 
understand their present functioning and help them devise strategies to 
create change in their personal and professional development" 
(Pope 1990: 18) 
The repertory grid format and elicitation procedure adopted by this investigation are 
described in Appendix 1 and reports of the repertory grid components of the study appear 
in Chapter 11. 
4.5.5 Analysis Techniques 
One definition offered for analysis had been: 
"The process of resolving data into its constituent components to 
reveal its characteristic elements and structure" 
(Dey 1993:30) 
The interpretation and explanation of data are reliant on the development of a meaningful 
and adequate account of the proceedings and the results. This requires the development 
of a conceptual framework to both interpret the events and render them intelligible and 
meaningful to others (Dey 1993). In this context, it has to be recognised that the 
researcher has his/her own interpretative frame of reference and that this will, in part, 
depend on the previous professional knowledge and experience that they have of the 
setting in which the study takes place (Maund 1994). Personal experience with and 
knowledge of the setting of this study have been presented in Chapter 1. In view of this, 
endeavours were made to reduce the influences that this frame of reference could have 
on the identification and interpretation of the participants' viewpoints. This applied in 
particular to the analysis of the data achieved by the questionnaires and the repertory grid 
interviews. To this effect, all statements were included in the analysis, none having 
been excluded for reasons of non-fit. A major component of the analysis technique was 
one of categorisation of the statements. 
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Categorisation was seen as the means by which the statements could be organised so that 
meaningful discussion could be generated. Cohen & Manion (1989) referred to 
categories as the main areas of content, the trends, which relied on the units of analysis, 
which they saw as single words, themes, sentences or paragraphs. All but the latter were 
taken as the units used to categorise the data for this study. Dey (1993) noted that the 
purpose of classification is never neutral and that categories can form the basis for 
organising and conceptualising data. Classification of data for this study was not, 
therefore, on the basis of some arbitrarily imposed categorisation process nor abstraction 
of features from the data which might involve selection of those most salient for my 
purpose. Rather, all the data from the questionnaires and repertory grids was retained 
and allowed to generate the categories. This also took account of the warning that 
predetermined categories, which in theory had seemed appropriate, were no good if they 
did not fit the data (Dey 1993). 
Although I was reluctant to operate within prior conceptions and wished to depend 
entirely on inferring distinctions from the data itself, it must be recognised that prior 
reading informed the likely category divisions. It should also be acknowledged that this 
reading formed an integral part of the study itself, so in that way, the categories did 
originate from within the data. Decisions about whether or not questionnaire statements 
or grid constructs belonged to a category were made on the basis of whether each fitted 
with a number of similar statements or whether it was in contrast (Dey 1993). The 
assignment of statements to one category did not automatically exclude them from 
others; new categories were added so that options became sufficiently comprehensive 
that all the data could be assigned to one or other category. The categories were, 
therefore, inclusive in that statements could be assigned to several categories without 
being inconsistent. Once the data was categorised it could be counted and a meaningful 
account and discussion of the study could be made. It was Patton (1990), however, who 
warned that far from protecting against bias, numbers may merely disguise it. This was 
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addressed by having several researchers review and repeat the categorisation process 
independently. Although it was not possible to achieve absolute consensus on category 
'titles', categorisation of the statements was found to be consistent. Further 
consideration of the process of categorisation adopted in this study will appear in Section 
5.4.2. 
4.6 Triangulation 
The adoption of documentary analysis, questionnaire and repertory grid methods of 
investigation provided triangulatory examination of particular aspects of the study. 
Triangulation methodology provides both for support from different enquiry methods of 
recurrent features and allows for the deficits of anyone method to be overcome by the 
benefits of another. For example, the breadth of questionnaires but their superficiality is 
balanced by and balances the depth of the interview but idiosyncrasy of grid methods. 
In addition, triangulation was introduced by the inclusion of perspectives from three 
different groups of participants both from the direction of what appeared in the literature 
and from personal fieldwork. In this way it was possible to incorporate the counterpoint 
of views from employers, students, teachers and, indeed, myself as observer. In 
practice, the comparison of literature, questionnaire and repertory grid responses 
indicated more precisely what attributes were considered by teachers, students and 
employers to be important for education to develop. The means by which triangulation 
was achieved in practice is discussed in more detail in Section 5.6. 
4.7 Conclusion to Chapter 
Having perused the literature on research methodology and considered the options 
available in terms of suitability to the study and practicability for adoption the following 
became apparent 
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• at the outset the research variables were unknown and, therefore, could not be 
controlled for 
• neither a relationship nor a cause was being investigated 
• there was no hypothesis, the study investigated participants opinions 
• the data was not quantifiable in any strict sense, categories emerged during analysis. 
These factors led to the adoption of an interpretative paradigm for the study and a 
continuous learning process for me. 
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CHAPTERS 
RESEARCH DESIGN ADOPTED 
The previous Chapter considered research methodology in general terms. In this 
Chapter the multifaceted nature of the research is presented with the following written 
explanation elaborating the diagrammatical representation of the research strategy, 
Figure 1 in Section 5.3.1 and the specific questions considered at each stage indicated in 
Figure 2 which appears at the end of this Chapter. The following indicates the general 
plan, though specific foci emerged as the study progressed and the questions listed in 
Section 3.10 were addressed. 
5.1 Introduction 
Evidence of the variety of parties with vested interest in the identification, development 
and practice of these attributes suggested that this study would be complex. This was 
due to the purported lack of a complete and generally accepted classification of the 
required skills (Bradshaw 1985) and the recognised need to explore the experiences of 
the main stakeholders - employers, students and teachers. 
The research was set against a national climate of rapid change within the worlds of 
education and other work situations. Continued economic recession and increased 
competition, both from local and international domains, had emphasised the paramount 
importance of the capabilities of individual employees for competitive advantage (Fonda 
& Hayes 1988). The economic climate had brought home the importance of active, 
competent performance on the part of each and every member of an organisation; no 
longer was it so readily possible for organisations to invest considerable resources into 
poorly performing personnel, particularly in education. 
5.1 
The combined influences of international, national, local and institutional changes were 
placing those responsible for the development of students' capabilities under 
considerable pressure to respond to the demands being made. Education had been 
brought into the 'market place' and was being, somewhat forcefully, encouraged to 
become 'accountable'. One means by which this was to be achieved was the 
introduction of systems of appraisal into the education field. This was seen, by some, as 
a means by which the professional development of teachers could be improved, through 
the identification of in-service training needs, and issues of the quality of education 
addressed (Bollington, Hopkins & West 1990). 
Awareness of these demands and pressures had originated in personal professional 
experiences and had resulted in the development of the intuitive theories described in 
Chapter 1 and formed the basis for the research. As discussed in the concluding section 
of that Chapter investigation was deemed to be necessary to ensure that these 
experiences and theories were not specific to the situations in which I had worked but 
were, in fact, of a more widespread and general nature. To ascertain this generality 
Literature Search A had been undertaken to address the following questions: 
1. Was education providing the sort of future employee industry expected or 
was there a gap between what education taught and what industry wanted? 
2. Were teachers in general capable of responding appropriately to the new demands 
that were being placed on them? 
and the results of this were reported in Chapter 2. As summarised in the conclusion to 
that Chapter, Section 2.10, the literature identified that there was general concern about 
both aspects. 
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5.2 Further Searches of the Literature 
Having identified that my experiences were not of an 'idiosyncratic', peculiar or 
particular nature it became apparent that further documentary analysis was necessary in 
two main directions: 
• what actually was required, in other words what was education being 
asked to develop, 
and, as teaching staff capabilities seemed to be in question, 
• what staff development would need to be implemented as a response to the 
changing requirements being made of teaching staff. 
Investigation of the first aspect listed above was made by Literature Search B, reported 
in Chapter 6, and the sojourn into the nature of expectations of education was discussed 
in Chapter 3. This identified that the requirements of education arose from different 
groups, each with their own perspectives on the expectations of necessary abilities for 
employment. These groups were identified as being employers, including those of a 
working colleague category; education, which included those bodies with a responsibility 
or authority for education policy as well as teachers; and students, both current 
participants in education and graduates. Extensive investigation of the literature 
identified the skills each group considered to be necessary for employment and what they 
expected education to develop. These viewpoints are presented and discussed in 
Chapter 7A (employers' perspectives), Chapter 8A (students' perspectives) and Chapter 
9A (educations' perspectives). 
To identify the needs of employment the documentary analysis ascertained the terms 
used to describe the needs by 
• examination of terminology used in general 
• classification of any specific terms used to describe the needs 
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• 
• 
identification of terms used in literature appertaining to industry and education 
on a separate basis to ascertain if there was any commonality of language 
investigation to verify reported views of requirements by comparison of 
literature derived views, achieved through the aforementioned steps, with 
analysis of responses to questionnaires which formed part of the fieldwork 
• identification of sectors and participants within post compulsory education 
for investigation 
• identification of participants from industry able and willing to participate in 
the study 
The second aspect given in the second paragraph of this section, namely implications for 
teachers' capabilities, was investigated by Literature Search C which identified general 
features relating to staff development prior to the commencement of the research. This 
was considered to be particularly important in view of expressions that additional 
funding, and the various efforts to produce better results, had not resolved the problems 
at the root of the criticisms (Sarason 1990). 
The purpose of search C was to achieve an overview of the level of staff development 
activity and the directions which this had taken during the period of rapid change before 
the commencement of the study. This formed that basis for the discussion in Chapter 
12. It was felt that this would provide a background from which to discuss the issues 
raised by the study concerning staff development in the direction of identified 
requirements of students for employment. 
Literature search Band C, which continued throughout the period of the study, 
represented a 'trawl' of the literature in order that particularly relevant studies could be 
'fished' out (Selvin & Stuart 1966). In this way the initial broad questions gradually 
became refined. This was considered appropriate as the main aim of the study was to 
describe and interpret the situation rather than measure and predict it. In order to cover 
the range of literature on the subject of employment requirements an electronic data base 
search was made to identify key documents related to the topic. Trawling the literature 
5.4 
had identified keywords which were used to search an electronic data base, for the period 
1988 to 1994, for references in relation to 'employment skills', 'generic skills', 
'transferable skills', 'core skills', 'skills updating', 'work based skills', 'skill requirements', 
'learning skills' and 'flexible learning skills'. With the exception of 'learning skills' this 
search generated between thirteen and sixty sources of reference for each key word .. 
Two to three times as many references were generated for the categories of 'employment 
skills', 'skill requirements' and 'transferable skills' than for the other keywords. In 
addition, literature that was reviewed frequently identified further literature sources that 
were relevant to the study and these were likewise reviewed. Gill & Johnson (1991) 
cautioned against becoming 'bogged down' in the search of the literature. The 
opportunity to indulge myself in casting my lines into the literature continued, therefore, 
until it became apparent that sources were directing me back to literature already 
investigated. As the literature review and fieldwork occurred simultaneously it was 
possible to achieve interplay between data collection and researcher introspection 
(Marshall & Rossman 1989). In this way the knowledge base from the literature was 
used to both inform the study and to assist in identifying new theory. 
The general search for 'needs of industry' was, therefore, progressively redefined as 
'transferable skills', then 'specific skills identified' and finally to the 'cognitive and/or 
behavioural components' of those skills. 
5.3 Empirical Research 
In addition to the identification of relevant phenomenon and perspectives on them from 
literature the study encompassed fieldwork components which investigated the 
viewpoints of samples of participants from industry, teaching and learning. Having left 
full time employment in education to concentrate on research, and as a consequence of 
the pressures on teachers already discussed, I did not have access to vast numbers of 
people and so adopted a discovery oriented, naturalistic enquiry mode (Patton 1990). 
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The advantage considered of this approach was that the small scale would provide the 
opportunity for the debate to become particularised and focused (Hitchcock 1987) rather 
than becoming general and abstract. The actual selection of institutions and 
organisations were confined to those available, within the constraints of financial and 
time factors, and those willing to participate in the study although particular selection 
was made of these. 
5.3.1 Overview of Research Design 
An overview of the research design is presented in Figure 1 entitled Structure of 
Research. This diagram illustrates the several strands of the study. 
Chapter 1 described how the study commenced with intuitive theories derived from 
personal professional experience and subjective evidence. Literature search A 
authenticated these subjective findings and sought to identify the nature of employment 
needs. Having achieved verification for the subjective experiences, a more extensive 
search was made of the Literature, Search B, in order to identify more specifically the 
expected requirements from the perspectives of emp loyers', students' and teachers'. At 
this stage the investigation broke into two strands, one investigated employers' 
perspective using a questionnaire to examine requirements in two employment fields, 
those of a multi-national service company and of a private professional practice. The 
information achieved from these sources was compared in order to identify similarities 
and differences in expectations. The second strand, again examined by questionnaire, 
investigated the viewpoints of students and teachers from Higher Education regarding 
the requirements for employment. Again, these views were compared. It was, 
therefore, possible to compare the information achieved from the literature and the 
fieldwork within and between the different participating groups and to compare the 
information accessed by fieldwork with that gained from Literature Search B for 
employers, students and teachers. 
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During the process of documentary investigation and fieldwork analysis it became 
apparent that, to a large extent, employers, students and teachers were highlighting the 
same sort of skills as being required for employment. 
The analysis of information achieved from Literature Search A had, however, indicated 
considerable evidence of dissatisfaction with the 'product' created by education. Further 
investigation of the precise nature of the skills identified was carried out by the technique 
of repertory grid interviews with samples of participants from industry and a sample of 
teachers from Higher Education. 
The exact nature and reasoning behind the investigation of the nature of skills will be 
described and discussed in Chapter 11 since it evolved from the preceeding fieldwork 
results. 
In addition, it was evident that a requirement for staff development might arise and the 
third strand of the diagram indicates the route whereby the staff development issue was 
investigated through Literature Search C and fieldwork study with a view to making 
recommendations in the light of the findings of this study. 
5.4 Research Methodology 
Investigation of research methods in general was described and discussed in Chapter 4. 
From this examination those methods considered most appropriate, both for the purpose 
of the study and from pragmatic consideration, were identified. The following sections 
indicate the methods selected, identify the purposes for which the methods were chosen 
and indicate where discussion will be found relative to the various implementation issues 
in this thesis. 
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5.4.1 Questionnaires 
Questionnaire 1 was used to investigate first hand what samples of personnel from 
industry thought employees in their sector would require for satisfactory working. The 
employment areas investigated were the service sector, represented by a multi national 
company, and the professional practice sector with a multi-specialist company that 
operated satellite branches in several European countries. 
By this means it was possible to analyse the 'service' and 'professional' sectors separately 
and to draw a comparison between the two. Thus, in this study, 'industry' is illustrated 
by the combined views of service and professional practice. Where commonalities 
appeared, this could be used to illustrate the requirements of 'industry' as found in 
practice for comparison with the information gained from literature. The 'industry' 
components of the study are described and discussed in Chapter 7. An additional 
comparison was also possible using these perspective from 'industry' with examination of 
the 'education' perspectives represented in this study by the fieldwork with teachers and 
students in Higher Education, achieved as follows. 
A second questionnaire was used to investigate first hand what sample participants from 
post compulsory education thought were the necessary requirements for employment. 
This questionnaire was completed by groups of students and teachers in a Higher 
Education institution in the United Kingdom. The related discussion is divided into two 
parts, Chapter 8B refers to the data from students and Chapter 9B to that from teachers. 
In the original fieldwork the inclusion of teachers in the Further Education sector had 
aimed to provide a comparison between what was conventionally recognised as 
vocational training (FE) and liberal education (HE). In addition, Further and Higher 
Education are both sectors of post compulsory education involved most closely with pre-
employment education. Traditionally, these two sectors have employed teaching staff 
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from distinctive spheres of employment and academic backgrounds and it was felt that 
this might provide for interesting comparisons. Furthermore, it had not been possible to 
identify any published studies in the literature from the perspective of Further Education, 
either of students or teachers, with regard to the issue of transferable skills. 
Unfortunately, due to rapid enforced change in the Further Education sector it had not 
been possible to access students as a responding group in this study. To avoid 
complicating the data presentation, therefore, the Further Education component has been 
excluded from this thesis and remains to be reported in later papers. 
Data obtained from Questionnaire 2 made it possible to make a comparison between the 
expectations of students and teachers in Higher Education about the skills required for 
employment and the most appropriate teaching methods for developing them. These 
issues are discussed in Chapter 9B and Chapter 10 respectively. This data is taken as 
illustrative in this study of the perspective of Higher Education for comparison with the 
viewpoints derived from the 'industry' sample; discussion of this appears in Chapter 9B. 
Overall, it was possible to achieve the triangulated comparison in the following way. 
5.4.2 Comparative Analysis 
The responses to Questionnaire 1 and 2 made it possible to compare the expectations of 
skill requirements indicated by 
(1) Higher Education students 
(2) Higher Education teachers 
(3) Service Industry participants 
( 4) Professional Practice participants 
In addition the fieldwork could be compared to the information gained from the literature 
searches in relation to employers', students' and teachers' perspectives. The literature 
reviewed in Chapter 3 preceded the fieldwork and provided general commentary, 
including some research studies; this was used to refine the research questions. The 
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literature in the Research Chapters extends the debate with previous research explored in 
depth from the perspectives of industry (Chapter 7), students (Chapter 8) and teachers 
(Chapter 9). A brief update of literature that arose during the write up of this thesis is 
included in Chapters 12A and 12B. 
The comparison was feasible on an individual participant groups basis to identify any 
similarities and differences among and between them. It was also possible to 
collectively compare the data to achieve an 'industry' and 'education' comparison in 
general, as follows: 
1. Students and teachers from Higher Education 
2. Service and Profession employment fields 
3. 'Education', represented in this study by the views of (1) above, and 
'Industry', represented in this study by the views of (2) above. 
This was intended to make it possible to see if there were any major differences in 
perceived skill requirements and, if not, whether it was rather a question of semantics or 
emphasis than of any real difference in expectations or viewpoints of skill requirements. 
The analysis of the 'education' and 'industry' skill requirements identified certain skills 
that consistently arose in both (1) and (2) above. These were examined and investigated 
in greater detail in the following manner. 
Classification of the data was needed in order to render it intelligible and to make 
meaningful comparisons possible, as discussed in Section 4.5.5. Dey (1993) had noted 
that classification was a conceptual process which involved the breaking up of the data 
and assigning it to categories which brought the data together again. The initial 
classification involved organising the data by grouping like with like, forming piles of 
statements with the same, similar or related words or themes. Distinctions within the 
statements generated many of the categories themselves in that many statements made on 
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the questionnaires possessed such commonality in theme or words that it was easy to 
assign them to a category. 
The meaning of the categories were bound up with the statements assigned to them and 
the ideas they expressed; the labels used to describe the categories were similarly 
generated. This method of classification was progressive and developmental, moving 
from a situation of browsing through the statements to disciplined and systematic 
creation of categories. In this way categories by which the statements were initially 
organised sometimes lead to new classifications when additional statements were added 
or, alternatively, distinctions within the statements generated new categories or refined 
or modified the original ones. It is to be recognised that the creation of categories, 
based on distinctions in the data, required recognition, and possible use, of these 
distinctions by the person carrying out the categorisation (Dey 1993). Responsibility for 
the analysis of the data must rest with the individual carrying out the analysis and is, 
therefore, based on his/her own ideas about the data. To overcome this, several 
researchers were co-opted to categorise the statements. By remaining flexible in the 
development of the analysis through extending, modifying and discarding categories 
during the process of continually adjusting the fit between categories and data it was 
possible to achieve agreement in the categorisation of the statements although unanimity 
regarding category titles could not be achieved. 
The idea of combining categories to produce superordinate or overarching categories 
such as cognitive, behavioural, managerial and so on was considered but the warning 
was noted (Dey 1993) that if categories were too broad, too much data would be included 
within each category for useful comparisons to be possible. Therefore, a comparatively 
large number of categories was retained and it was accepted that statements could apply 
to more than one category. The categories were, therefore, as indicated in Section 4.5.5. 
inclusive. 
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In this manner the task of interpreting and organising the data for analysis became 
synonymous with Dey's (1993) analogous journey up a mountain. The climb up the 
mountain of data generated by the fieldwork encouraged familiarity with the data, the 
vantage of fresh views, the loss of detail but emergence of new patterns, the tangents, 
reversals, diversions and sudden vistas described by him. 
5.4.3 Interviews 
A sample of participants, the selection of which is described in Section 11.4, were 
interviewed using, as a focus, the Repertory Grid technique. I believed that coming 
from an outside institution with no vested interest and no predetermined theory would 
facilitate a stance of neutrality with regard to the phenomenon being studied (Patton 
1990). I also considered that demonstration of my neutrality would encourage 
participants to voice freely their true opinions and feelings whilst my experiences as a 
teacher would enable me to empathise with their situation, understand their feelings and 
worldview as well as facilitate interpretation of their comments A situation of 'empathic 
neutrality' was engendered, by which it was proposed: 
"Empathy is a stance toward the people one encounters, while neutrality is a 
stance toward the findings. Neutrality can actually facilitate rapport and help 
build a relationship that supports empathy by disciplining the researcher to be 
nonjudgemental and open. Empathy communicates interest in and caring 
about people, while neutrality means being nonjudgemental about what people 
say and do during data collection." 
(Patton 1990:58) 
In this way, the interviews were aimed to identify more specifically cognitive and 
behavioural components of one category of the skills identified by the questionnaires. 
Time and resource constraints meant it was not possible to examine all of the skills 
identified so one that was most frequently identified was selected for this treatment i.e. 
communication skills. The in-depth examination of these skills provided valuable 
5.13 
information for greater appreciation of the requirements for employment and had 
relevance for issues of staff development. For discussion of these issue see Chapter 
12B. 
5.4.4. Participants in the Study 
Taking account of the mUltiplicity of the study a brief outline of the sample sizes, gendre 
proportions and work experience details for the participants in the study is provided over. 
Further descriptions of contextual aspects and elaboration of details given here have been 
included with the relevant study components so that the salience of the data can be 
judged. Therefore, the details pertinent to the 'Company' and to the 'Profession' appear 
in Sections 7.9 and 7.10. Similarly, details concerning the student participants are given 
in Sections 8.17 and 8.18 and for teachers in Sections 9.11 through to 9.14. 
Range of 
Participants Sample Size Female Male Experience 
in Industry 
Questionnaire: 
The 'Company' 87 29 58 1 - 41 years 
The 'Profession' 16 0 16 7 - 17 years 
Students 81 62 19 1 - 4 years 
Teachers 62 26 36 0- 29 years 
Rep. Grid: 
'Industry' 42 18 24 1 - 41 years 
Teachers 15 7 8 0- 29 years 
'Expert Tchrs' 9 7 2 3 - 15 years 
5.5 Triangulation in Practice 
An early criticism of naturalistic research was the subjective nature of interpretations due 
to the data being strongly filtered by the researcher's perspective (Denicolo 1988). I was 
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very concerned that this should not be the case with this study and a strategy that was 
said to counteract this accusation was triangulation. Similarly, the difficulty of attaining 
neutrality in research had been recognised by Patton (1990) and triangulation was 
proffered as one of the techniques aimed to help the investigator become aware of and 
deal with selective perception, personal biases and theoretical predispositions. 
Triangulation is a term used to indicate the use of two or more methods of data collection 
in contrast to the use of a single method which may bias or distort the data (Cohen & 
Manion 1989). Patton (1990) indicated that triangulation could combine different kinds 
of qualitative methods or include multiple perspectives. These were techniques adopted 
in this study: the use of literature analysis, questionnaires and repertory grid interviews 
acting as the different methods and employers/industry, students and teachers providing 
the different perspectives. Methodological triangulation was adopted whereby different 
methods were used on the same object of study (Cohen & Manion 1989); this 
constituted a between studies design. The evidence of the different perspectives 
achieved by the different methods was brought together for the purpose of comparing 
and contrasting (Ashcroft & Foreman-Peck 1994). Investigator triangulation was 
apparent in the use of studies reported in the literature as a basis of data identification 
and comparison. The degree of convergence of this data could be taken as an indication 
of validity. 
Triangulation had been identified as a technique that would produce high quality 
qualitative data that was credible, accurate and true to the phenomenon under study 
(Patton 1990). Furthermore, Cohen & Manion (1989) considered that the validity of 
propositions was inherent in triangulation since bias is addressed. Among the instances 
they cited as suitable for triangulation were 
when a holistic view was sought 
where a controversial aspect needed to be fully evaluated 
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when there was a need to disclose contrasting perspectives and established 
approaches would limit and distort the data. 
These criteria seemed pertinent to this study particularly in view of the need to ascertain 
the perspectives from all parties, in order to provide a complete picture of the skills 
required for employment, and the longevity of the controversy regarding these skills. 
It will have been apparent from the description of the study strategy indicated in Figure 1 
that a considerable emphasis in the method rested on the triple examination of 
perspectives through more than one investigative tool. Such a multimethod approach 
was said to reduce the chances that consistent findings were artefacts of the research 
design (Cohen & Manion 1989). However, the design could be open to criticism for 
relying on reports by participants in both completion of the questionnaire and for the 
interviews as well as those published in the literature. This is considered in relation to 
the issue of evaluating the findings against classroom practice observations discussed in 
Chapter 12.23. 
5.6 Conclusion to Chapter 
The overall strategy of the research enabled direct comparisons to be made between what 
appeared in the literature and what I discovered in practice, from the perspectives of 
industry, teachers and learners, in respect of the areas of 
• skills needed for employment 
• appropriate teaching methods to develop these skills 
• staff development required to enable teaching staff to be in a better 
position to develop the identified skills 
The study design maintained flexibility to take account of unanticipated developments 
and include them in the research plan. The description presented in this chapter of the 
research design and strategy might give the impression that the study was planned and 
organised in advance. This would be a false representation of what actually happened. 
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As indicated in Section 5.3.1, the research journey was largely a 'mystery tour'. This 
was entirely intentional since I wanted to discover what other people expected and I felt 
that: 
"The more precisely and positively you can define what you want, and 
the more you program your brain to seek out and notice possibilities, the 
more likely you are to get what you want" 
(O'Connor & Seymour 1990: 10) 
The questions, therefore, developed from the research and were used to focus 
progressively on salient issues. The progressive focussing of the questions addressed 
are presented in Figure 2 and the interconnections between these and the research design 
are apparent from comparison of this with Figure 1 in Section 5.3.1. 
In Chapter 6 attention turns to the issues highlighed by Literature Search B concerning 
the identification of expectations, from various perspectives, of the function of 
education. From this it was possible to ascertain more precisely the reasons for the 
dissatisfaction reported in Chapter 3. 
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IIllUlllV~ I neories & Subjective Evidence 
perceived inadequacies of curriculum and staff 
experience 
Literature Search A 
Research Methodology S Are perceived inadequacies general or 
specific to personal situations? 
What methods are there? '-----__ --.:_--,--+ _______ ---.1 
Research Strategy 
Which methods would be 
most suitable for this 
study? 
Questionnaire 
-
What are the employment 
skills needed for someone 
entering a service industry? 
Questionnaire 
What are the employment 
skills needed for someone 
entering the profession? 
Comparative Analysis 
How do the skill requirements 
differ between the two 
employment sectors? 
Function of Education 
What is education expected to achieve -
intellectual growth or vocational training? 
Literature Search B 
Documentary Analysis 
What are the requirements for employment? 
... 
" 
Literature Search C 
What sort of staff 
development has occurred in 
respect of skills development? 
Questionnaire Questionnaire 
r----j What skills do students think 
they will need for 
employment? 
What skills do teachers thinks f------, 
their students will need for 
employment? 
... 
... 
Questionnaire 
How do 
students think --, 
these skills 
Comparative 
Analysis 
can be 
developed? 
~ How do students ~ 
and teachers 
views compare 
and contrast? 
I 
Comparative Analysis 
How do the views of employment skills 
compare between employers, students 
and teachers? 
Constructivist Interviews 
... 
Questionnaire 
How do 
,- teachers think 
these skills 
can be 
developed? 
.. 
" Questionnaire 
What does the study indicate 
I 
What lies behind the general 
terms used to describe 
employment skills? 
~-----, ... ~ with regard to skills required, I<III ... ~------­
teaching methods for 
developing skills and needs 
for staff development? 
Way Forward 
1 
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CHAPTER 6 
TOWARD AN UNDERSTANDING OF SKILLS - LITERATURE SEARCH B 
Chapter 3 discussed the tendency within educational debate to polarise the aims of 
education, and of post compulsory education in particular, into those that benefited either 
the individual or provided value for society. The proposal in the concluding section to 
that Chapter encompassed the view that all programmes of education should provide 
contributions to each domain. This view was strongly expressed in the suggestion that 
educational programmes which failed to develop qualities valued by individuals and 
society were not worthy of the name of Higher Education (Barnett 1990) and the claim 
that Higher Education would be failing in purpose if it did not provide the abilities most 
valued by the community (Harrison 1993). The literature search described in this 
Chapter was directed at identifying views that had been publicly announced regarding 
the purpose of education. 
6.1 Introduction 
It had become necessary to examine in greater depth the 'needs of industry', which from 
the literature tended to be expressed in terms of 'skills'. The specific aim was to identify 
expression of the precise nature of these in terms of cognitive and/or behavioural 
components; in other words, exactly what was education being accused of not 
developing that it was required to. This was achieved in two stages. The first is 
described in this Chapter and is elaborated in the next paragraph. The second stage 
concerned the identification of specific requirements and is elaborated in the following 
Chapters. 
Whereas Literature Search A had upheld the existence of dissatisfaction with the 
capabilities of graduates, Literature Search B was directed at more precisely examining 
the nature of this dissatisfaction; this Chapter presents an overview of that examination. 
6.1 
In Search B the situation was explored in greater depth, with increased concentration on 
existing studies relevant to the issue of skills for employment. Report is made from the 
employers' perspective in Chapter 7, whilst the elaborated perspective of students is 
reported in Chapter 8 and that of teachers in Chapter 9. It was interesting to note that 
there was very much more detailed material relating to views from industry than there 
was for students. The least amount of material available was from teachers and reasons 
for this are proffered in Section 6.11. This variation in volume of public statements will 
be discussed further in Section 8.1 (students) and in Section 9.1 (teachers). 
6. Why the Demand for Skill Development? 
In the late 1980s/early 1990s, education was not the only sphere to be experiencing rapid 
and extensive change. In an article entitled 'Developing Tomorrow's Professionals 
Today', Coulson-Thomas (1991) described significant shifts in structure, ethos and 
culture of organisations. The main features of these shifts, which he had identified from 
several surveys, were toward organisations becoming flexible and responsive, as 
indicated in Section 3.5. These were changes which Coulson-Thomas felt would require 
continual learning and updating as well as a team orientation. An indication that this 
was not a situation peculiar in any way to Great Britain, or to Coulson-Thomas' studies, 
were arguments of similar changes proposed for other parts of the globe. Indeed, 
Cumming (1988) had stated that the ramifications of the immense changes in Australia 
had not been fully grasped, although he did not indicate whether this was particularly 
within the realms of the employment market or within education. Onstenk (1992), 
reporting investigations in Europe, comprehensively forecast that there would be many 
transformations in the work place that would require learning skills, practical 
competence, situational skills and transferable skills. The requirement for skills in 
addition to knowledge has been referred to previously in Section 3.4. 
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The argument presented in this chapter proposes that the changing conditions which 
influenced working organisations would also impinge on education in two significant 
ways. Firstly, the changes would need to be taken into account in the design and 
presentation of courses. The 'personal characteristics' required by students in order to 
gain reward in their future working life would need to be incorporated in education, thus 
placing on the teachers the responsibility to be 'alert and conversant with the changing 
demands' (Denicolo & Harwood 1995:9). Secondly, educational institutions, operating, 
as discussed in Section 1.6, as self managing organisations in the new market 
environment, would have the shifts described for industry or commerce impact on them 
as working organisation as indicated in Section 1.7. In particular, schools, colleges and 
universities would have to contend with the increased differentiation and complexity of 
society as well as the introduction to education of business language, such terminology 
as 'efficiency', 'effectiveness' and 'performance indicators', together with the culture and 
ethos engendered within such terms. It, therefore, seemed to be doubly important to 
investigate what precisely the needs of industry were in order to try to establish 
principles which would benefit both students and educational staff. 
This chapter reviews the literature in order to gain a more precise indication of these 
'needs'. The investigation specifically precluded subject or specialism knowledge; it 
was accepted that the requirement for this would be apparent throughout this thesis. 
This exclusion was not intended to denigrate the importance of specialist knowledge 
from the perspective of any of the participants. That employers recognised the 
advantage of sound theory was apparent in the literature and was demonstrated by the 
prevalent reliance, by employers and educational institutions, on academic qualifications 
for selection purposes. Furthermore, that students and educational bodies did not wish 
to see education 'solely as a training ground for industry and the economy' was raised in 
Section 3.6 and further attested to by Brennan, Lyon, McGeevor & Murray (1993: 136). 
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That education was expected to develop both professional and personal qualities was 
made very apparent in the view that society required 
" .......... university and college teachers explicitly to accept these dual 
responsibilities; for the pursuit of good standards in their own subjects 
on the one hand and, on the other, for the personal development of the 
students whatever their aspirations may be" 
(Coldstream 1994: 167) 
The central theme of this thesis are those capabilities that were specifically being called 
for in addition to specialist knowledge. These attributes were, I believed, the so-called 
transferable skills identified by Thompson (1993 :82) as 'the generic capabilities which 
allow people to succeed in a wide range of different tasks and jobs'. 
It was identified, during Literature Search B, that each community with an interest in the 
issue, i.e. employers, graduate students, and government (often in the guise of 
professional bodies or inquiry commissions), had elaborated on the skills. The different 
viewpoints will be presented separately and then compared; any commonality between 
them would be taken to indicate underlying or core concepts relating to the skills, and 
these will be used for comparison with my own fieldwork study as summarised in the 
plan included in Section 5.3.1. 
A thread that ran through Chapter 3 - Education or Vocationalism? - was the concern that 
vocational or skills training was anti liberal education. For some the term 'skills' was 
inappropriate because it suggested a narrow, utilitarian routine rather than capacities 
which they considered relied on the high degree of sophisticated knowledge, 
understanding and sensitivity postulated by Bridges (1993). From America, however, 
we were offered a definition of skills which was felt to be appropriate for the purpose of 
this study. This definition, reflecting the arguments summarised in Section 3.8, 
described skills as 
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"personal characteristics which enhanced an individual's capacity to relate 
to the world and gain access to its rewards" 
(Mayall & Maze 1985:263). 
The authors of this definition also directed attention toward the concept of 'transferability 
of skills', an issue which will be considered in Section 6.8.2 and 12.15. 
6.3 Employers' Requirements in Context 
It has previously been recognised, Section 5.1, that long term economic performance and 
success of an organisation relied on the capabilities of its personnel (Fonda & Hayes 
1988). Reference to European employers' recognition that people were the root of 
competitive advantage was made by Archer (1993). In view of the situation of rapidly 
accelerating changes, and the possibility of individuals experiencing several career 
changes because of the uncertainties of employment (Finegold & Soskice 1988), 
technical competency would no longer be sufficient either for the employers or for the 
labour force. In these circumstances, as discussed in Section 2.6, the requirement was 
being generated for flexibility and adaptability for both the benefit of individuals and for 
employers. 
Links between education and industry had progressively multiplied and been 
strengthened since the 1980s, fifteen years before the writing of this thesis, yet 
'education' 
" .......... in a context of economic recession which inevitably leads various 
sectors of the polity and economy to assess relative levels of responsibility 
for elements in the economic decline" 
(Roizen & Jepson 1985:6) 
was still being blamed for not providing what 'industry' wanted or expected. It was 
claimed that the aims of the Technical and Vocational Education Initiative, mentioned in 
Section 2.5 as directly related to equipping pupils for the world of work, had not been 
achieved (Industry in Education 1996). Other initiatives of a similar nature were 
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discussed in Chapter 2. The establishment of the National Council for Vocational 
Qualifications in 1986 had asserted the economic and functional purpose of education 
(Hyland 1994). The NVQ framework was seen by Field (1991) to be a move not only 
for ensuring greater consistency in the development of the future workforce but also as a 
means to overcome resistance to change on the part of teachers. 
A further impetus for skill development to be articulated as an outcome of Higher 
Education experience had been the Government's designation of funds, in 1987, to 
encourage educational institutions to participate in the Enterprise in Higher Education 
initiative (EHEI). This was one of the initiatives referred to in Section 2.6 which linked 
the function of education with needs of industry and skills development. The goal of 
Enterprise in Higher Education was to make the curriculum more relevant to the world of 
work and was part of a wider strategy intended to transform learning in Higher Education 
(Prickett 1994). The development of personal skills in undergraduates had been an area 
of interest for over a century (Tate & Thompson 1994) and the funding of this initiative 
gave it greater prominence. Whereas National Vocational Qualifications were seen as 
fitting individuals to the functional requirements of employment, the Enterprise in 
Higher Education Initiative was viewed as aimed at developing skilled and purposeful 
individuals (Corrigan, Hayes & Joyce 1995). This brings into question, however, the 
implication that the two things are independent. 
The emphasis, of education for employment, was again apparent from the National 
Training and Education Targets (NACETT 1994) set up to improve the United 
Kingdom's competitiveness in the world economy. Further evidence of the 
Governments' concern with links between education and industry was the funding of 
partnerships to coordinate links between the education system and local businesses 
through Training and Enterprise Councils (Industry in Education 1996). The Education 
Reform Act of 1988 had abolished the University Grants Committee, which had been 
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dominated by members from academia (Berdahl 1990) who gave broad advice only 
(Tasker & Packham 1990), in favour of a Funding Council where the majority 
membership came from outside of academia (Berdahl 1990), having been appointed by 
the Secretary of State (Tasker & Packham 1990). An iron hand came into operation 
through performance-driven, formula-funding strategies. That the Labour Party of the 
time also appreciated the importance of education for employment was made apparent by 
their proposal to introduce a 'University for Industry' although this would not mean that 
other universities could then ignore industry (Coldstream 1994) Maximisation of 
potential from funding of education and the call for education to 'pay its way' was again 
apparent in the statement that: 
" .......... there is likely to be a greater economic pay-off from educational 
investment when more attention is given to the real nature of the output 
and the way it is used by employers" 
(Brennan & McGeevor 1988:142) 
It was apparent that, before skill development could be articulated in education, clear 
identification of skill requirements had to be achieved. Recognising the need for skill 
clarification, and finding that little investigation had taken place to identify employers' 
expectations of graduates, had driven Gordon.A (1983) to investigate the attitudes of 
employers', from a broad spectrum of large industrial and commercial concerns, to 
graduate recruits. In particular he carried out a study to identify employers' needs, 
preferences and satisfaction with new recruits. This, he felt, was necessary before any 
reforms to minimise the mismatch between graduates' skills and employers' requirements 
could be introduced. The Trustees of Industry in Education (1996) had similarly 
responded to this requirement by including in the study design the survey and interview 
of employers as well as teachers and pupils. Roizen & Jepson (1985) investigated the 
qualities employers looked for in graduates from Higher Education. When employers 
who felt that the education system should better reflect their needs were found, however, 
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they could not specify the process by which this might be accomplished. Gordon's 
(1983) investigation took place during a period of economic recession, similar to that in 
which this study was carried out, and several other studies pursued these interest areas in 
similar circumstances, for example Roizen & Jepson (1985), Bradshaw (1985), 
Cumming (1988), Smith, Wolstencroft & Southern (1989), Industry in Education (1996). 
These studies are considered and discussed in some detail in Chapters 7, 8 and 9 in view 
of their sim ilarities with the study reported in this thesis in terms of both interest area 
and climate in which they occurred. 
6.4 Who Should Identify Employment Needs? 
Nomination of who was to be responsible for the identification of employers' 
requirements had received some deliberation in the literature. In addition to the 
education perspective it was also felt that employers could derive benefit from clarifying 
for themselves their expectations of graduates. F or instance, Smith et al (1989), who 
saw the issue of skills development continuing to remain high on the agenda, asserted 
that identification of work requirements would 
1. better enable employers to assess candidates at interview 
2. provide precise terminology and meaning of particular attributes. 
They emphasised the importance of the latter point by reference to the issue of 
competencies, the learning outcomes of National Vocational Qualifications, which 
required precise indication of acceptable knowledge, skills and attitudes. Formulation, 
instruction and testing of competencies had implications for both education and 
employers. 
Alternatively, the Council for Industry and Higher Education considered that it was the 
responsibility of those concerned with quality in Higher Education to seek employers' 
views on long term demands of employment (CIHE 1992). On the other hand, Tate & 
Thorn pson (1994) argued that such identification needed to be addressed by both 
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education and employers. They also stated that the development of personal skills or 
enterprise skills, as they were known in the forum of the Enterprise in Higher Education 
Initiative, were contingent upon the appropriate skills being clearly articulated. It was 
felt (Butcher 1993) that this could be achieved through employer-education partnerships 
and dialogue, at least, that is, in the continental forum. That there was consideration of 
the issue in European circles had considerable relevance for the United Kingdom, firstly 
in view of her membership of the European Union and, secondly, in relation to the 
concern about the inadequacy of her skills base compared with European countries (Hall 
& Melling 1991), referred to in Section 2.9. Indeed, appreciation that education-
industry links were important had been demonstrated, in addition to the Enterprise in 
Higher Education Initiative, by the introduction by many colleges and universities of an 
identified officer or unit for 'Industrial Liaison' after self management or Incorporation. 
There was a considerable quantity of literature extolling the virtue of, need for and 
operation modes of partnerships between industry and education which bore witness to 
the importance of these links. This issue will be considered further in Section 6.5 in 
relation to the apparent failure of education-industry links to remedy the overall inability 
of education to provide what industry wanted. A full discussion of the literature will not 
be presented, however, as this was not considered to be a key element as far as the 
research interest of this study was concerned. 
6.5 Dissatisfaction with Education and Training 
The employers in Roizen & Jepson's (1985) study identified general dissatisfaction with 
the education system in terms of lack of integration, co-operation and mutual 
understanding between industry and Higher Education. Many of their 'employer' 
participants urged closer and more personal links between industry and Higher Education 
institutions in order to achieve such understanding and to plan for the incorporation of 
industry'S needs by changes in course content. Indeed, the Council for Industry and 
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Higher Education, an independent body of heads of large companies, universities and 
colleges, had been formed for the very purpose of encouraging industry and education to 
work together and to present joint thinking to the government, Higher Education and 
employers (CIHE 1987). In the opinion of Cold stream, the Director of the CIHE, 
business and academia were interdependent because of the limits on resource 
availability: 
"The world of learning must find part-justification for its claim on resources by 
offering education that fits people for competitive working lives" 
with, furthermore, 'resources' seen to be dependent 
" .......... on the success of business against international competition". 
(CIHE 1990:257) 
This viewpoint bore similarity to the ideas presented by Carter (1980), in Section 3.2, 
and Brennan & McGeevor (1988), in Section 6.2. The resources being referred to were 
not elaborated. Pearson, Seccombe, Pike & Conner (1993), however, reported that very 
few of their 354 student respondents had been supported by industry, commerce or the 
public sector in the period 1985 to 1988. Furthermore, the popular press reports of the 
early 1990s indicated that reduction in student grants, the introduction of the student loan 
system and tightening of the education budget were examples of the economic cutbacks 
necessary in the recession. It seemed that in many instances the resources granted to 
education were little more than had traditionally been provided for the education of 
future generations. With increased unemployment there was the concomitant reduction 
in state contributions and lower revenue from less production. Whereas it had 
previously been recognised that this support was a natural necessity, in times of 
economic recession, high unemployment and increased competition the financial outlay 
for education was a considerable drain on scarce resources, and one for which there was 
no direct link to a 'product'. In addition, the greater encouragement to enter education 
rather than accept state unemployment increased the numbers of students participating in 
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education, which in tum required greater funding. In short, less money was having to be 
spread ever thinner over increased demands. That this situation, and the requirement for 
further support for education from industry and commerce, would continue was apparent 
from the announcement on the 19th February, 1996, by Gillian Shepherd, the then 
Secretary of State for Education and Employment, of the proposed investigation headed 
by Sir Ron Dearing into the funding and operation of the Higher and Further Education 
sectors. 
It was noteworthy that the Department of Education and the Department of Employment 
had been amalgamated to the consternation of many (TES 1995) providing further 
evidence of the Government's philosophy of education being for employment. This was 
combined with the intention to make educational institutions function like businesses, 
with the dependence on diverse sources of income, formula funded teaching income, 
funding for research reliant on public judgements, differential salaries between and 
within universities for staff, abolition of tenure protections, rigorous performance 
appraisal, greater encouragement to seek business and industry funding for applied 
research, reduced student funding and encouragement to attract overseas students. All 
of this was seen by an overseas observer to reflect political desire to force universities to 
adopt a more competitive and market driven posture (Berdahl 1990). 
Similar expression of the need for links between education and industry had been 
reported in 'Towards a Partnership' (ClHE 1988), in which 'fruitfulness' of the links was 
held to be dependent on the development of shared aims and the identification of mutual 
benefits. One view of the sort of benefits ascribed to partnerships between education 
and industry was that they would 
" .......... encourage business people to advise academia [and] prompt 
company management to consider how they might make better use of 
academics' expertise and judgement." (ClHE 1988:16) 
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Similarly, Williams (1992) had felt that employers should have a significant say in the 
content and methods of teaching/learning. In addition, professional staff of Higher 
Education institutions should, he felt, be able to make major contributions to industrial 
and commercial enterprises largely through consultancy work which would feed back 
into their teaching. 
As indicated in Section 2.5, there had been a considerable increase since the Education 
Reform Act, of 1988, in the representation of business people in education via the 
governing bodies and course board memberships. These bodies also achieved greater 
power and control over the operation of the educational institutions and it must be said , , 
more responsibility also. In the direction of academics filtering 'out into industry' the 
situation did not appear to be so encouraging. Possibilities for 'academia into industry' 
infiltration had been severely curtailed by the large scale abolition of sabbaticals for 
academics. As raised in Section 2.3, Bradley, Chesson & Silverleaf (1983) had reported 
the poor encouragement of secondment for Further Education teaching staff. The 
scheme for 'Teachers into Industry', directed at the compulsory education sector, 
although received enthusiastically, had not been without problems, not least the 
difficulty of getting employers to work with schools (Jamieson & Lightfoot 1982). It 
was not, however, possible to identify a great deal of literature on 'Academics into 
Industry', nor was this a procedure with which the academic participants in this study had 
any familiarity. Where evidence of this arrangement could be found it related to 
university students, undergraduates and Masters graduates, working in their field for a 
fixed time period. Roizen & Jepson (1985) had identified that the continental practice 
of having an academic serve on company boards was prevented in the United Kingdom 
by unsuitable conditions and the lack of sufficiently close contact between industry and 
education. That study had also identified support from employers for educational staff 
spending time in industry with offers of opportunities to work within their companies. 
Those same employers reported, however, that the offers had not been taken up because 
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of the unwillingness on the part of the educational establishments to release staff (Roizen 
& Jepson 1985). 
The same employers from Roizen & Jepson's study had commented on the lack of 
understanding on the part of academic people of what it was like to work in industry. 
This was an aspect that could contribute to the reported unrealistic and over-optimistic 
career expectations of graduates; one which Gordon, A (1983) felt would be remedied 
by more courses, across all disciplines, that integrated Higher Education studies and 
employment experience. This, I believe, also provided support for the importance of 
industrial secondment or work experience in relevant employment fields for teaching 
staff. 
One of the forms which links or partnerships between industry and education took was 
the provision of work experience opportunities for students. Gordon, A (1983) had 
found that organisations tended to look more favourably on recruits who had, as part of 
their undergraduate course, gained appropriate work experience. The inclusion of a 
workplace component on courses could address the more explicit criticisms levied by 
companies in the Roizen & Jepson (1985) study; namely, the insufficiency of 
understanding about working life and making learning/teaching experiences more 
relevant to the outside world. Indeed, the benefit of learners spending time in the world 
of work had extended to the compulsory education sector where work experience of a 
week or two duration had been incorporated into the programme for final year pupils. 
The Industry in Education (1996) study addressed the issue of industry-education link 
activities but found that apart from providing work experience their employer 
respondents felt that there had been little effect on conveying real understanding of the 
world of work and very limited development of employability. This could have been 
due to the restricted experience in compulsory education, as indicated above, being only 
one or two weeks in an entire compulsory-schooling lifetime; in post compulsory 
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education the work placement component generally extended for a greater length of time. 
In the case of the study reported in this thesis, the students attended work placements for 
a good proportion of their course time as will be discussed in Section 8.17 but the 
limitations, for the post compulsory sector, of teaching staff visiting work placements 
and acquiring knowledge and understanding of the world of work have been previously 
outlined in Section 1.4. 
Dissatisfaction with education, as stated before and further indicated by the previous 
examples, extended throughout the education system as a whole. Neither was it limited 
to the United Kingdom but it appeared, from the literature, to be a universal issue. For 
example, following concern about the inadequate preparation of graduates for the world 
of work in Canada, a research project had investigated the adequacy of university 
education for corporate employment (Rush & Evers 1993). This study will be discussed 
further in Section 7.3.5, together with reports from Australia (Cumming 1988), with 
reference to the skills identified as necessary for employment. 
The general theme emanating from the literature mentioned in this section was one 
which attributed the inability of education to satisfy the requirements of employers to the 
lack of links between the worlds of education and of work. This seemed to be a 
somewhat simplistic perspective and the superficiality of such an explanation is 
addressed in the next section. 
6.6 Alternative Perceptions of the Dissatisfaction Issue 
From the foregoing, together with topical press coverage at the time, it was apparent that 
dissatisfaction existed but it also became clear, having read the literature, that the 
complaints could stem from a base other than the 'inadequacies' of the education system. 
These alternatives will be examined in the following sub sections. 
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6.6.1. Academic Qualifications versus Personal Qualities 
One discord that became obvious from the literature was that although the majority of 
employers acknowledged the importance of non-academic qualities they persisted in 
adopting academic qualifications as criteria for selection and recruitment (Ashton & 
Maquire 1980) referred to in Section 3.4. The Industry in Education report (1996), 
however, identified scepticism about levels of competence, particularly practical 
abilities, conveyed through qualifications. Yet, the authors of the report registered 
surprise at the tendency of employers to discount qualifications in favour of the personal 
qualities of candidate. It must be recognised, however, that no indication was given as 
to the precise questions asked of employers; it could be that questions couched in terms 
of requirements of schoolleavers for employment would draw different responses than 
those encompassing post compulsory education recruits and graduates. However, a 
number of employers from industry, commerce and the public sector in an investigation 
in 1981 by the Editor of Training (Gordon, J 1988), to identify general attributes of new 
graduates, also felt personal qualities to be of prime importance in the selection of 
graduates. An added factor that should be highlighted, furthermore, is that the majority 
of offers of employment are traditionally made before academic results are known. In 
consequence, result 'prophecies' are used for selection in conjunction with interview 
performance; the latter, I would suggest, is largely dependent upon the ability to 
demonstrate personal qualities and skills. 
6.6.2. Job Selection and Retention Issues 
Alternatively, based on research of employers' viewpoints, both Bradshaw (1985) and 
Brennan & McGeevor (1988) had indicated that the process of studying for a degree 
itself was seen as testament to the possession of both knowledge and skills. This was, 
however, refuted by the observation from Oates (1993) about the erosion of the currency 
of a degree and employer's recognition of the need for focused selection processes in 
order to achieve identification of the right type of people. That the situation was 
6.l5 
complex was apparent from the comments of employers and students included in 
Gordon's, J (1988) study report which suggested that employers' dissatisfaction might 
have arisen because of a number of reasons, for example 
lack of clearly identified requirements of recruitment quality 
poor or inappropriate selection procedures 
poorly planned and/or ill timed induction programmes 
lack of clearly identified work roles or career paths 
lack of commitment to recruits e.g. demonstrated by inadequate 
development strategies or remuneration. 
These could have led to the appointment of inappropriate personnel which could result in 
the rapid turnover of employees. Alternatively, graduates could leave because of 
employers failure to make best use of their skills and knowledge (Brennan & McGeevor 
1988) and the graduates' feeling 'under-utilised' (Smith et al 1989). It was interesting to 
note that Thompson (1993) reported little difference between employers' and graduates' 
ratings of opportunity provided for the graduates to use their skills. For whatever the 
reason, situations of rapid staff turnover could inappropriately be attributed by employers 
as due to inadequacies of the recruit. Indeed, where careful recruitment and sensitive 
selection had been integral practices, employers expressed satisfaction with the graduates 
they employed and Roizen & Jepson (1985) had been able to identify, from the positive 
comments of a variety of employers, some general satisfaction with the Higher 
Education system. 
6.6.3 Differences in Values 
Another possibility for perceptions of dissatisfaction arose from reflection on the issue of 
values and attitudes, discussed in Chapter 3 in some detail. This consideration was, in 
part, generated by the Industry in Education (1996) report stating the uniqueness of 
Britain, as compared to Europe, and possibly the rest of the world, in considering pupils 
as having failed if they did not progress to Higher Education levels but went out to work. 
Ensconced within the idea of attending Higher Education were notions of academic 
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achievement traditionally measured by the qualifications gained. In connection with the 
interaction between industry and education in Great Britain this drew attention to the 
profound issues raised based on differences of values; those of industry being attributed 
by Tasker & Packham (1994) to capitalistic considerations, determined by profit motive, 
compared to 'educations' emphasis on intellectual freedom and open enquiry. Similarly, 
Ball had stressed different value systems in: 
" .......... the gulf that is set at present between academics who classify -
and think about - education primarily in terms of disciplinary and 
vocational skills and the employers for whom transferable skills and 
attitudes are as important - if not, more important." 
(Ball 1985: 85) 
Likewise, Tasker & Packham (1990) identified the open and critical stance fostered by 
academic disciplines compared to the demand for secrecy and delayed publication of 
project work sponsored by industry that would transgress the principle of unfettered 
dissemination of knowledge. Cumming (1988) from work in Australia referred to 
earlier had noted, upon close examination of sanctioned attitudes, attributes, knowledge, 
skills and their underlying values and expectations, a greater degree of symbiosis than 
was traditionally acknowledged between educators and employers. 
It could have been that appreciation of skills required for employment, and the teaching 
of these skills, had been slow because they were perceived as being non academic and, 
therefore, led to them being perceived as not appropriate for inclusion within the realms 
of Higher Education. Resistance, if indeed that is what there had been, in whatever form 
and extent, to the formal teaching of skills could then have rested on the desire not to 
'dilute' or 'lower' the level of education in the post compulsory sector. 
6.6.4. Entrenched Prejudices 
As indicated in Section 3.2, the term 'skills' implied for some a non liberal interpretation 
of education. The difference in purpose between industry and Higher Education had 
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been raised by Tasker & Packham (1993) who expressed the view that, in spite of the 
need for Higher Education to have links with industry and become commercially 
minded, profound differences about ends and means, values and aspirations, remained 
between the two worlds. Fundamental differences between teachers and practitioners 
could have resulted in a situation of each undervaluing the other: 
"The academic becomes dismissive of the apparent limited intellectual content 
of much of the practitioner's work, the practitioner becomes dismissive of the 
apparent irrelevance to his [sic] problems of much of the academic's research" 
(Shaw 1991:13) 
Had this viewpoint become so 'entrenched', or in psychological terminology so 
assimilated, that holders were no longer aware of it as a perception but attributed to it a 
realism of its own? Were such preconceptions then at the heart of the controversy 
concerning supply and demand? These were questions which were pursued throughout 
the empirical study. 
6.6.5. Changes in Expectations 
A further issue which clouded the easy acceptance of attributing employers' 
dissatisfaction with education to the single cause of it not providing the required qualities 
arose from reading a survey report of British employers carried out on behalf of the 
Training Agency. This survey had covered establishments that employed 25 or more 
people and identified that the majority of these employers felt that the skill needs of the 
'average employee' had increased over the full range of work vacancies and that qualities, 
in addition to those developed by gaining qualifications, had become requirements for 
the job (Smith 1990). This will be considered further in Section 6.6.8. 
This may have been compounded by the increased numbers of young people entering 
post compulsory education (Gordon, J 1988) with the consequence of considerably, and 
perhaps unrealistically, raising employers expectations of new entrants to the labour 
market and the disappointment when such high standards were apparently not reached. 
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6.6.6. Rate of Change 
Alternatively, rather than there being no response to the demands of industry for skill 
development, another possibility was indicated in Pollitt's description of the 'crisis' for 
education as the failure of universities to keep up or: 
" .......... measure up sufficiently rapidly to the 'needs' of contemporary 
society [in particular] for enhanced 'competence' " 
(Pollitt 1990:61) 
This brings into the arena the question of the speed of response to change rather than 
response to change per se as being the real bone of contention. In other words, in a 
world that was 'rapidly changing', the generally accepted view presented in Section 2.1 
and 2.6, was the pace with which education incorporated the necessary changes in 
question. If this was the case, appropriate response would require considerable 
adaptation and innovation within the realms of educational management as well as in the 
structure and organisation of course administration and development. Tasker & 
Packham (1994) had recognised that reforms introduced by the Government had 
established a quasi market economy which should have fostered industrial values in 
academia; and the need for education to develop a business-like approach has been 
discussed in Section 2.7. Yet, the snail's pace of change within education was an aspect 
that had generated other research studies, for example those indicated in Section 1.5. 
6.6.7. Awareness of Changes 
Yet another possibility for the dissatisfaction concerned the amount and/or rate of change 
that was going on. One of the employers in Roizen & Jepson's (1985) study had referred 
to the poor standard of teaching as being due to the lack of, or out of date, working 
experience of teachers, an issue that was raised in Section 1.3. However, reports of the 
acceleration of changes in the late 1980s in technological, social and cultural 
environments of organisations had come from several directions (Cumming 1988, 
Coulson-Thomas 1991, Onstenk 1992). The repercussions that such change can cause 
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had been encompassed within the vivid description, in relation to management education, 
in the following quotation: 
"It begins to look remarkably like a circus. All round the Big Top, in 
the aisles and entrances, teachers of management are calling attention to 
their latest tricks like so many jugglers - if they will forgive the analogy. 
Yet what most catches the eye at the moment is the performance in the 
ring, where a couple of hundred captains of industry are endeavouring to 
raise an enormous pyramid on the backs of a team of cantering ponies. 
This particular feat has never before been attempted, even on a more 
stable platform, and its success is by no means assured." 
(Foster, 1988:72) 
In addition, Pearson (1989) had indicated the change in predominance of recruiters of 
graduates from the industrial sector to the commercial sector since 1986, a shift from 
manufacture to service cultures. Was the issue then one of teachers' not being 
sufficiently aware of changing patterns of work and job expectations? This, indeed, had 
prompted the the authors of Industry in Education (1996) to recognise the need for 
industry sponsored programmes of seminars to acquaint teachers with the new [my 
emphasis] principles and practices of working life. Again, this is pursued throughout 
the thesis, particularly in Chapters 9 and 1 O. 
6.6.8. Greater Demands of Personnel 
Persisting with the theme of expectations, another possibility for the dissatisfaction issue 
became apparent. WaIT & Conner (1992) had examined aspects of working style which 
suggested classification of skills according to intellectual and non-intellectual 
components. Intellectual behaviour, they felt, was developed through practice and 
instruction whereas non-intellectual processes required extended experience and the 
development of commitment to work. The attributes designated by WaIT & Conner as 
non-intellectual encompassed social confidence and self confidence, ability to get on 
with people, communicating with others, being helpful, together with personal 
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effectiveness. Personal effectiveness was seen to be enhanced by proactivity, working 
hard unsupervised, using initiative, meeting deadlines, making useful suggestions, 
determination and enthusiasm. Gordon, J (1988) had similarly distinguished between 
formal and informal training and development. The informal comprising of: 
'sitting by Nellie to see how its done' 
senior or more experienced personnel helping junior or inexperienced 
interactions between supervisors and supervisees 
interactions between peers. 
Much of this type of learning or training had occurred during apprenticeships, whether 
formally indentured or informally accepted, as discussed in Section 6.10. My query was 
whether these were the skills that employers were expecting of new recruits to the labour 
market, skills which Warr & Conner (1992) considered might only be achieved during 
employment experiences and Gordon, J (1988) thought were simply accumulated by 
experience. Had these now become part of the repertoire education was expected to 
developed in students in view of the pressures of limited time and resources in the new 
economic environment? 
A further contributing factor might possibly have been that as more students were 
'staying on' in education, and for a longer total period of time, the recruits from education 
that were presenting themselves for job selection were older than had previously been the 
general case. It could be that 'older' was being equated with 'wiser and more able', in 
this case with the possession of these 'non intellectual' type skills rather like the tendency 
to consider bigger children more capable of challenging or difficult tasks than smaller 
children of the same age (Bee 1985). The increase in student population was recognised 
as responsible to some extent for the apparent failure of universities, comment having 
been made about decline in teaching standards due to over-stretched staff, over crowded 
lecture halls, large classes and thinly spread contact with lecturers (Daily Telegraph 
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1995). In the same article recognition was given to the impact of incentives to boost 
recruitment and cuts in funding, echoes of being required to do more with less argued in 
Section 6.5 in addition to doing better (Lieberman & Miller 1979) mentioned in Section 
1.5. 
6.6.9. New Demands 
A final consideration related to the above stemmed from the observation that the 
dynamic situation increased employers' need for employees who could respond to the 
accelerating changes in work environments (McNeil 1991). This was supported by 
comment from Onstenk (1992) about the changing conditions of the labour market 
together with changing demands from consumers that required creative contributions 
from, and more effective management by, everyone (Fonda & Hayes 1988). New 
demands were being made in a situation described by Dillon (1992), an employer, as one 
of bleak job prospects for new college graduates in the 'fluid and insecure' workforce 
situation. Countering this was Bailey's (1995) statement that demand was robust for 
graduates who possessed the knowledge and skills employers wanted. 
All these arguments indicated that a situation existed which required increased need for 
'skills'. Yet, in the compulsory education sector at least, there was evidence that 
personal qualities favoured by employers' were allocated only a small percentage of the 
Ofsted inspector's time and report content (Industry in Education 1996). Also, typically, 
although frequently mentioned and included in assessment criteria, they attracted a 
comparatively small percentage of total marks in Further and Higher Education 
assessments of students performance. 
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6.6.10 Need for Relevance of Education 
Irrespective of the cause or precise nature of the problem, the majority of learners follow 
a course of study in order to progress into the working world. Indeed, it has been argued 
that measures of course effectiveness should relate to success in the work place or: 
" .......... success in fostering and developing the transferable skills 
and particular capacities 'needed' for employment situations" 
(Hitchcock 1987:105) 
Even those who chose to stay within academia, whether it be for research, teaching or 
administrative functions, would find education their 'world of work' and would, as 
contended in Section 1.7, be expected to demonstrate the same skills and attributes 
required 'outside' of education. Indeed, that the relevancy issue had also infringed on 
research was apparent from the introduction of measures which encompassed 'usefulness' 
outside of education (Pollitt 1990:71) in the Universities' Funding Council research 
selectivity criteria and Hyland's (1994) observation that the National Standards within 
Master's degrees were competencies for training and development. It remained, 
therefore, important to continue with the investigation into the skills required by 
employers as reported in the literature. 
6.7 What Sort of Skills Were Needed? 
Arguments raised in Section 2.6, concerning the need for flexibility and adaptability, 
indicated the demand for a broad range of skills; the sort of skills that cut across old job 
boundaries and address this issue of greater employment flexibility. These skills had 
been described as 'core skills', a term used to indicate skills relevant to the work role, and 
formulated as a common language for comparing skills from different fields (Onstenk 
1992). There was a recommendation to abandon the term in educational debate because 
of the variety of interpretations that could be placed on the term (Industry in Education 
1996). Core skill was, however, just one of several terms that were used to describe the 
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skills required for employment; indeed it had been noted that the 1980s and 1990s was a 
period of 
" a plethora of developments around core skills, transferable 
skills, generic skills and common skills" 
Oates (1993 :227) 
All these terms, and more, were used in key word searches referred to in Section 5.2 to 
identify the literature relating to skills for employment and all terms are encompassed in 
the studies reported this and following Chapters. 
The picture was further complicated by considerations that there was no single view of 
employers' requirements nor even, it was suggested, 'a small number of aggregate voices 
in chorus' (Roizen & Jepson 1985:169). This opinion seemed to be in unison with the 
conclusions of Smith et al (1989) that particular skills profiles varied between different 
employment sectors. Rather, of course, the situation could have reflected the 
observation that there was still reluctance to expand the range of skills: 
" .......... attempts to define core skills for employability have concentrated 
on the familiar ground of knowledge and understanding, rather than 
harder-to-measure behavioural qualities" 
(Industry in Education 1996:5) 
The issue of specificity will be discussed in Section 12.15. 
6.8 'Skills' and 'Transferability' - Realistic Concepts or Impossible Dreams? 
As indicated in the preceding Section, perusal of the literature had identified that 
different terminology was used to describe the abilities or skills, such as core skills, 
personal skills, transferable skills, enterprise skills and so on. Oates (1993) saw the 
different terms as ostensibly referring to the same thing and felt that they reflected 
different underlying models as to what the essential skills comprised. 
6.2-'+ 
It was important to address the issue of whether or not skills existed as specific entities 
and, if they did, to consider whether they could be transferred from one situation to 
another If it were not possible to isolate these things called 'skills' then discussion of 
transfer seemed irrelevant. The following discourse, therefore, examines these issues 
separately with determination of whether 'skills' exist appearing first, followed by the 
issue of transferability. 
6.8.1 Skills - Can they be Identified and Measured? 
In response to the question about the purpose of education, raised in Chapter 3, Ball 
(1985) had presented a threefold viewpoint in which he identified skills, socialisation and 
sorting. The skills he divided into 'specific' disciplinary or vocational skills on the one 
hand and general skills on the other. Barrow (1991), however, argued that skills do not 
exist as precise capacities, likening them to intelligence, and claimed that it was 
inapposite to think in terms of programmes for developing skills as they were context 
dependent. This will be examined further in Section 12.l5. This issue could have been 
a contributory factor for the unavailability of precise definition of these abilities, the lack 
of consensus (Jamieson & Lightfoot 1982) and lack of specification (Moore 1990) of 
skills which has been noted in Section 2.8. 
Such criticisms of there being no available skill categorisation were partly addressed by 
The Confederation of British Industry in an attempt to present the requirements of 
employers in the report 'Towards a Skills Revolution' (CBI 1989). This report also 
adopted the term 'transferable skills' to describe the abilities required by industry so, it 
seemed, industry (at least as represented by those involved with the report) felt there was 
such a thing as 'skills' and that they were 'transferable'. Even where such abilities were 
identified in the literature there was often no indication of precise behavioural 
components of the skills but merely a list of 'headings', e.g. interpersonal skills, people 
skills, communication. In this context it was worth noting the warning from the 
Chairman of the Board of the National Advisory Body for Public Sector Higher 
Education, Christopher Ball, which indicated that while the meaning of discipline or 
vocation might be clear, analysis of transferable skills, and rigorous examination of 
them, was not so simple (Ball 1985). Irrespective of this he felt that there would be 
considerable benefits to be gained from the development of an acceptable system of 
categorisation of skills as well as the identification of disciplines and courses which 
developed skills and the pinpointing of deficiencies for corrective purposes. 
The literature indicated that 
• there was no specified list of skills as they depended on the context 
• those skills identified were mere 'titles' the meaning of which was not 
specified and, 
• should it be possible to identify exact skills, it would not be easy to examine them. 
Should the skills be identifiable the following Section examines whether it was possible 
to transfer them from the education forum to the work situation. 
6.8.2 Skills - Can they be Transferred? 
The transfer of something learned in one context to help in another was considered too 
simplistic a definition for Oates (1993). The notion that knowledge or skills possessed 
unique factors which made them 'transferable' was not accepted by Perkins & Salomon 
(1988). They claimed that the conventional subject matter curriculum inhibited the 
transfer of knowledge and skills. The difficulty of producing transfer and the lack of 
understanding of the conditions that facilitate it were referred to by Harvey (1991). 
Similar concern to know more about the mechanisms of transfer, particularly in relation 
to learning, was expressed by Jessup (1991) who also considered that assumptions about 
transferability were unfounded. From the standpoint where explanations of redeploying 
skills in new settings was an inadequate explanation Oates (1993) believed that specific 
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skills were needed in order for people to transfer other skills. These skills were specific 
in respect of: 
" .......... identifying practice strategies for encouraging more effective transfer 
and, critically, identifying the types of skills which are 'transferable' " 
(Oates 1993:228) 
These were issues which he felt were at the heart of work on essential skills, by whatever 
term they were known, and were issues which required more research. 
It was proposed that 'transfer' of skills or knowledge required specific and separate 
attention both on the part of the teacher and of the learner. Perkins & Salomon (1988) 
claimed that ability to transfer learning itself needed careful fostering and the adoption of 
specific techniques known as 'hugging' and 'bridging'. This issue will be examined in 
more detail in Section 12.15 when teaching for transfer is considered in relation to 
teaching methods and staff development. 
6.9 Need for a Taxonomy of Skills 
As indicated in Section 6.7 of this Chapter, a taxonomy of transferable skills did not 
appear to exist, indeed many literature sources suggested that it was impossible to 
produce one. As investigation without identification would be difficult I was 
encouraged by the view offered that 
" .......... constructing a comprehensive, non redundant taxonomy of transferable 
skill elements that could be identified by individuals using self-assessment 
techniques, and that could also be reliably assigned to occupations, was ambitious, 
but feasible" 
(Mayall & Maze 1985:267)) 
In addition to the criticisms concerning failure to develop second languages, indicated in 
Section 2.9, and irrespective of the many exhortations for the development of appropriate 
skills for employment, Higher Education institutions, in the mid 1990s, were still being 
6.27 
accused of failing to provide the skills required by employers (Tate & Thompson 1994). 
That these concerns were widespread was evident from Bolton & Clyde's (1989) 
considerations of the link of relevancy with survival in the competitive free market of 
Further Education and investigation of the 'gap between young people's qualities and 
employers' recruitment needs' in the school sector reported in 'Towards employability' 
(Industry in Education 1996). Thus, the criticisms were levied at education as a whole 
and not at one particular sector. The perceived failure of education to prepare students 
adequately resulted, Cumming (1988) argued, in the portrayal of employers as critics of 
education and the interpretation of educationalists' behaviour as disparaging towards an 
instrumentalist viewpoint. 
The literature referred to several factors that had contributed to the requirement for a 
range of skills over and above technical or subject specialism and I felt these would give 
clues about the nature of the skills. It was suggested that increased employment 
mobility, mentioned in Section 6.3, would require the development of core skills in 
addition to specific skills. These core skills were seen to be those attributes that would 
enable individuals to be adaptable and flexible (Skills & Enterprise Network Publication 
1995). European and International competition, accelerated technical progress, 
increased environmental awareness and consequences of changes due to the upheaval of 
events in communist countries were seen as having considerable implications for an 
inter- or multi-disciplinary approach in addition to traditional subject mastery (Meyer-
Dohm 1990). 
The viewpoint adopted in this research is based on the philosophy that every country, in 
view of the fluid and dynamically changing context that existed, needed a workforce that 
was capable of responding creatively and with confidence, and that, therefore, 
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"Higher Education is preparing people for work as much as any other more 
vocationally labelled education sector although it may also have a wider 
educational remit" 
(Denicolo & Harwood 1995: 1) 
This was also reflected in Fonda & Hayes' (1988) advocation for training which 
encompassed both general and vocational education which would provide a broadly and 
highly educated workforce. Yet, one of the moves to achieve this, the Technical and 
Vocational Education Initiative described in Section 2.5, had been perceived to have had 
only minimal effect by the respondents of the Industry in Education (1996) study. 
Where the teaching and learning of the necessary requirements should take place was the 
next issue to receive attention. 
6.10 Who is Responsible for Developing the Skills? 
Several factors contributed to there being fewer 'new generation' graduates 
entering the labour market: 
• demographic trends towards smaller proportion of young people 
• increased numbers of young people continuing in education 
• lack of employment opportunities 
• governmental policies to encourage young people to register for 
post compulsory education or training. 
In addition, increased technology had reduced demands for personnel, and, because of 
the economic recession, people of considerable experience were back in the labour 
market competing for the few jobs that existed. The availability of an older, and 
possibly more mature, workforce might have influenced the expectations of employers 
and produced a demand for what Cunningham (1993) called the 'well-rounded person'. 
Employees fitting this description would be necessary in view of the considerable 
intensification of work pressures, remarked upon by Gallie & White (1993), since the 
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mid 1980s. Their conclusions had derived from a study in which employees had 
described the increased requirement for academic qualifications and demand for greater 
level of skills used in their jobs. 
Typical conventional practices in employment had included apprenticeship schemes with 
new employees under the guidance of experienced people, individuals 'working their way 
up from the shop floor' and management positions filled by Oxbridge graduates. In 
these circumstances, development of the 'personal qualities' had mostly occurred 
gradually, over a period of time, through interaction with experienced employees and in 
the workplace environment, as discussed in Section 6.6.8. The new cost analysis 
climate of the competitive market meant that these qualities had to be fostered in a larger 
proportion of the working populace by a more rapid and formal process. In the culture 
encouraged by the Conservative government, described in Section 2.4, the dominant 
expectation fostered the notion that this development should form part of education 
(Carter 1980). This led to the following research stage in identifying the skills required. 
6.11 Source of Skill Demands 
In order to produce a taxonomy of skills the literature was examined for any mention of 
abilities required for work, that is those aptitudes other than technical or discipline 
specific knowledge (not included as part of the research remit). Those references 
discovered in the literature were carefully analysed in order to identify whether there 
were any common attributes in the abilities valued by employers and society. As 
indicated in Section 6.7, in the majority of the cases general terminology had been 
adopted, for example the terms used were generic skills, personal and social skills, 
transferable skills, core skills, employment skills, and so on. For the most part these 
descriptors failed to indicate the underlying abilities that were subsumed under each title. 
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Of value in identifying the underlying attributes of the descriptors were studies which 
had involved the participation of employers of graduates and graduates themselves who 
had been in employment, for a year or so, in one or more jobs. It was also possible to 
identify attributes from educational documentation relating to several of the initiatives 
introduced by government, these initiatives being previously referred to in Chapter 2 and 
summarised in Table 1. The information gleaned from this documentation was allotted 
to the category of educations' interpretations of skill requirements. This is not because 
the views originated from education itself, as will become apparent from the following 
discussion; rather it recognised that the skills identified would have to become the 
concern of education because they had been prescribed in many of the legislated 
initiatives. These initiatives, for example the National Curriculum, GCSEs, NVQs, 
GNVQs, were processes through which the future students of Higher Education would 
have passed during compulsory education. It was also expected that these skills would 
form part of the course content offered by Higher Education institutions and had 
implications for the methods of assessment adopted (Jessup 1991). Course content and 
assessment were aspects which had increasingly been extended to the domains of 
industry and commerce through the introduction of Industry Lead Bodies, representation 
on course boards, integrated assignments and work-based assessment. These issues 
were indicated in Section 1.5 and Sections 2.5 and 2.6. 
The general encompassing terminology, for example 'transferable skills', had appeared in 
documentation relating to early initiatives, such as the Youth Opportunities Programme 
(YOP), the Youth Training Scheme (YTS), the New Training Initiative (NTI), and the 
Technical and Vocational Education Initiative (TVEI). More detailed descriptions were 
apparent in literature in particular on the National Vocational Qualifications (NVQs), 
Business and Technical Education qualifications (BTEC), and the Enterprise in Higher 
Education initiative (ERE). 
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The ideas expressed in these documents have been taken in this study as indicative of the 
government's viewpoint of the abilities required, but it is appreciated and worthy of 
mention that these might, in fact, reflect the opinions of the advisers to the government 
and developers of the initiatives rather than to express the views of the government per 
se. Such advisers to the Conservative Government, it was commonly known, had 
originated from an industrial or commercial background (The Times 1995), and some 
may have been from a civil service origin, rather than possibly a purely educational one. 
The omission of a voice representing educational interests in the formulation of many of 
the initiatives was apparent from the exclusion of educational interests in the National 
Council for Vocational Qualifications, the Industry Lead Bodies and the Training and 
Enterprise Councils documented by Field (1991). The failure of the government to seek 
the advice, or enlist the support, of education when determining education policy had 
been widely demonstrated in popular press reports of threats of strike action by teachers 
in response to imposed initiatives. Examples of dissatisfaction were evident in the non-
cooperation action of teachers, supported by their unions, in relation to attainment tests 
for school children and the displeasure of new governing bodies in respect of financial 
cuts in compulsory education. Similar discontent within the post compulsory sector was 
apparent from a letter expressing "dismay at the impact of government policy upon [ the 
work of Higher Education teachers and researchers] in the past 13 years" written by 
Professor John Eldridge and 900 signatories from over 70 institutions throughout the 
United Kingdom (Independent 1992). 
Understandings achieved from the above sources was included because of the dirth of 
literature relating to teachers perceptions of the skills required by employers or, indeed, 
skills required by students. This could be due to lack of time for the formal presentation 
of their ideas for public perusal, or lack of appreciation of the need to do so. Having 
been a teacher for a considerable number of years, many of them in a managerial role, I 
was aware that the lack of reference in the literature to teachers' viewpoints should not be 
taken as an indication that they held none. Rather, the opportunity may not have been 
provided, or taken, to present them. Alternatively it is commonly accepted that during 
times of rapid change, individuals need to choose where to put their energies; teachers 
are no different. Part of my study, the teachers' perspectives of the skills and abilities 
required by students when they enter the various fields of employment, addresses this 
shortcoming. 
The skills identified from Literature Search B and discussed in this Chapter were derived 
from perspectives of students, teachers/education and employers/industry and are 
indicated in Table II following the conclusion to this Chapter. This Table indicates, 
(\) the skills identified in the literature 
(\-) skills where it had been indicated that there was insufficient development 
(\+) skills which were developed but where still more was required and 
(\ \ \) skill development that needed to be incorporated in course designs. 
Because I wanted to link discoveries from literature with those from my own research, 
these viewpoints will appear in more detail in separate chapters with perspectives from 
literature preceding, and providing comparison for, those from my own fieldwork. The 
employers' perceptions are described first, in the next Chapter, because the initial 
demand for education to be made relevant to the world of work were presented to have 
originated from them. The remaining viewpoints appear in no particular order or 
hierarchy. 
6.12 Conclusion to Chapter 
It became apparent from the initial search of the literature that 
• general expression of dissatisfaction with the 'performance' of education existed 
and there was considerable demand for the development of skills 
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several terms were used to generically refer to the skills or abilities required 
of students by employers 
the assumption was that education, it appeared alone, was responsible for 
developing these skills 
to make this development possible it was first necessary to identify the nature 
of the skills required by employers 
the general impression generated thus far by investigation of the 
literature was that this was not feasible because no uniformity of 
requirement existed between different employers and differing fields 
Discussion of the skills required had derived from several directions or perspectives -
those of students or new employees, teachers, employers, and government. Extensive 
examination of the literature indicated that there were several holes in the picture 
presented by it, gaps which would need investigation for the purpose of this research. 
The campaign for relevancy of education seemed to have ignored the likelihood that 
there could be alternative explanations for the apparent dissatisfaction, this omission has 
been addressed in this chapter. 
Review of the literature search in this chapter has identified where gaps have arisen and 
where additional development has been perceived to be necessary. The insufficiencies 
of the methods used to acquire this information have been discussed and the need to 
directly access students' and teachers' opinions identified. However, if education is to be 
expected to do more to satisfy the needs of the employment market then a first step in the 
process must be the identification of employers requirements (Gordon, A 1983). To 
address this issue the following chapter examines the situation from the perspective of 
employers from the basis of personal investigation. The need to study students 
expectations of the skills required by their future employment was also carried out and is 
reported in the Chapter 8. A perspective that seemed to be neglected in the literature 
and yet was considered essential for a complete account, namely that of teachers 
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perceptions of skill requirements, will be examined in Chapter 9, together with 
government perspectives which had direct implications for teachers and would inform 
policy decision in education institutions. 
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CHAPTER 7A 
INDUSTRY'S PERSPECTIVES OF SKILL REQUIREMENTS FROM THE LITERATURE 
It was previously claimed, by authors noted in Section 6.7, that no single specification of 
skills required by employers existed. It is to this issue, the identification of skills 
expected and desired by employers, that this Chapter is directed as an extension of the 
preliminary analysis reported in, and summarised in the concluding Table II, of Chapter 
6. In the first instance this will be approached by review and more extensive 
examination of the literature, Search B, about employer expectations. This will be 
followed by a report of the fieldwork investigation of employment requirements carried 
out in this study, in Part B of this Chapter. 
The first section examines the various reasons why it was felt advisable to investigate 
employers' perceptions of skill requirements in this study. 
7.1 Introduction 
With the entry of education into a market economy, first raised in Section 1.6 and later 
discussed in Section 2.7, Roizen & Jepson (1985) felt that Higher Education institutions 
would have to give consideration to the expectations of those who employed its product. 
Pollitt (1990) saw both employers and graduates as the 'consumers' of education albeit, in 
the case of employers, indirect consumers. In contrast, Coldstream (1994: 160) 
discussed how 'newly fledged' graduates or diploma holders' should not be seen as 
'products' to be 'honed and moulded' in accordance with the consumer (employer) 
specification by educators. Viewpoints expressed in this sort of terminology indicated 
that a new vocabulary had entered the arena of educational discourse which could impact 
upon attitudes and values as discussed in Section 3.2 (Tasker & Packham 1994). 
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Criticisms about lack of relevance of education to employers' needs, discussed in Section 
6.5, were seen as inevitable since education was not exclusively concerned with 
vocational purpose (Smith, Wolstencroft & Southern 1989). Whilst acknowledging the 
moves toward developing personal transferable skills in Higher Education, and 
consequent increase in relevancy of education for future employment, Smith et al (1989) 
saw the key issue as one concerning the nature of the skills to be developed. 
That education had become inexorably linked to the economic position of the country, its 
growth and competitiveness, has been discussed previously, with reference to Fonda & 
Hayes (1988), Archer (1993), NACETT (1994) and Coldstream (1994) all in Section 6.3. 
Economic growth was seen as dependent on a broadly and highly educated workforce; on 
workers who could follow instructions and be accurate 
people who were committed, showed customer care and consideration 
employees who sought improvement and responded proactively to change 
people who could manage, make creative contributions and take responsibility 
and, therefore, on an education and training system that could develop people who could 
'add value' (Fonda & Hayes 1988). 
The consequences of failure to develop the knowledge, skills and qualities required for 
working life were both immediate and long term. In the 'Toward employability' report 
(1996) Ashcroft, Chairman of the Trustees of Industry in Education, identified the cost of 
shortfalls in young people's employability as including: 
benefits, allowances and welfare services for the unemployed 
loss of wealth creation opportunities and contributions to the economy 
cost of additional training programmes 
lost productivity through inadequacy of preparation for work 
extra supervision required to remedy lack of readiness for work 
social and psychological costs incurred as consequences of idleness. 
To this list could be added the psychological cost incurred by feelings of inadequacy 
and/or inferiority and the demoralisation of realising that one was not considered 
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capable, even after spending several years on study. Educational institutions would also 
incur a cost, as in opportunity lost to the benefit of private trainers for example, by 
ignoring the expectations of the labour market as well as the possible repercussions from 
reported inability, for example in league tables, of graduates to obtain employment. 
As early as the Robbins Report (Ministry of Education 1963) the link had been made 
between Higher Education and instructing students in the skills suitable for labour. In 
addition to the mixed messages about the existence and feasibility of a skills profile, 
discussed in Section 6.7 and Section 6.8.l, de Winter Hebron (1973) had made 
recommendations that were felt to be pertinent to the issues raised thus far. These called 
for the development of degrees which 
were broad based, 
taught students how to assimilate and critically evaluate information 
encouraged a synectic or overview approach, 
encompassed both liberal education and vocational education, 
contained course material that related to reality, 
provided experience in the outside world, 
to some extent prepared students for the world of work. 
In the intervening two decades between his study and the one reported in this thesis most 
of the issues had received attention, for example by the 
introduction of 'generalist' and/or modular degrees 
emphasis on student centred learning experiences 
inclusion of work experience components 
incorporation on course boards of people from industry and commerce 
inclusion of integrated assignments and work based projects 
incorporation of work based assessment in courses 
Oates (1993), however, suggested that many of the practical initiatives on core or 
transferable skills had been 'under-theorised' and required more evaluation. 
One of the interests in this Chapter lies, therefore, in ascertaining whether these changes 
had made any significant impact on employers' perceptions of graduates' performance in 
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the world of work which might be illuminated by a comparison of published research 
with the results of personal fieldwork. The other areas of interest related to the 
uncertainties about identification of specific skills and this is also approached firstly by 
examination of the literature and secondly by personal investigation. This is addressed 
in the next section by examining exactly what dissatisfaction was expressed, initially in 
general terms and then in more specific terms, with regard to what education was, or was 
not, supplying. 
7.2 Investigation of Employers' Requirements - Literature Search B 
As indicated above, many of the criticisms levied at education were couched in very 
general, all encompassing terms. For example, an investigation by Doncaster 
Metropolitan Institute of Higher Education had indicated that their employers thought 
that an essential component of Higher Education was to develop in students 
" .......... an understanding of the causes and consequences of change ......... . 
[and an] .......... ability to adjust to the society of the future" 
(Hitchcock: 1987 :97) 
A description of a well balanced education was one which included the opportunity to 
exercise creative skills, the development of competence to undertake and complete tasks, 
the ability to cope with everyday life and to do these things in co-operation with others in 
addition to embracing analysis and the acquisition of knowledge (Ashworth 1985). 
Gordon (1983) had found that personal qualities were considered more important than 
class of degree with Oxbridge graduates being valued for their superior social skills. 
Several of the participants in Gordon's study offered a picturesque but still imprecise 
analogy when they said that what they were looking for was 
"ENGINES rather than carriages" 
(Gordon, A. 1983:59) 
Bradshaw (1985) had identified employers who were, themselves, concentrating on 
transferable skills in their induction programmes for graduates. The changing 
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conditions of employment, referred to in Section 6.2, Onstenk (1992) believed, were the 
cause of the increased demand for skills that could be transferable. For him, job 
mobility had become the rule rather than the exception, with job rotation, changes in job 
content, mobility within/between jobs or employers and career development calling for 
the application of the same skills to different occupations or for the skills to serve 
different functions within the same occupation (Onstenk 1992). 
Criticism had been levied at the term 'core skills' in connection with measurement. The 
same criticism could, it seemed, be true of the term transferable skills, or indeed of any 
of the other terms used. The problem, as identified by the Industry in Education (1996) 
report and indicated in Section 6.7, was the inability to easily or narrowly define the 
skills let alone test, examine or assess them. 
The Industry in Education (1996) report identified that recruits would need to be socially 
adaptable, personally flexible and aware of their own strengths and weaknesses in order 
to achieve the adaptability and innovation demanded of them by employers. The 
Director of the Council for Industry & Higher Education indicated that employers 
stressed general personal and intellectual capabilities, a requirement which a 'good' 
university education satisfied by encouraging the development of particular skills or 
attributes: for example, 
" .......... to weigh evidence, to deploy arguments, speak write and listen with 
precision, contribute to and draw from the work of groups and (above all 
perhaps) to see continued curiosity to learn as a crucial modem virtue" 
(Coldstream 1994: 167). 
This highlighted the importance of 'curiosity', an attribute which had been identified as 
the common component of both 'good' teaching and 'good' research (Dyson 1995). The 
following sections endeavour, however, to examine the literature for further specific and 
precise details of the skills required by employers. Taking heed of the warning from 
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Onstenk (1992) that many employers make assumptions about the skills that are learnt in 
Higher Education, I approached this search by concentrating on reports of actual research 
studies rather than literature which focused on theorising about employers' or 
employment requirements. These studies encompassed looking into employers' 
dissatisfaction with graduates, perceived benefits from employing graduates and 
perceived differences between graduate and non graduate employees as well as 
perceptions of skill requirements for particular jobs. 
7.3 Specific Qualities Sought by Employers 
The literature comprised identification of skill requirements of employers studied from a 
variety of perspectives, such as industrial representatives, groups composed of industry 
and education, educational institutions as well as individual researchers. Examples of 
each source appear in the following discussion. These are arranged by derivation of the 
viewpoint and this is indicated by the heading for the Section. In some instances 
generalised qualities were presented, in others specific skills were listed with general 
requirements, and in yet others skills were broken down into behavioural components. 
Again, examples of each are presented throughout this entire section to ensure that the 
full flavour of the literature is presented. 
7.3.1. Viewpoint from Industry Bodies 
The Confederation of British Industry, one of the key promoters of relevancy of 
education discussed in Section 2.4, listed in the report Towards a Skill Revolution (CBI 
1989) general and specific skills and personal qualities: 
values and integrity; 
application of numeracy; 
understanding of work and the world; 
problem solving,; 
effective communication; 
application of IT 
personal and interpersonal skills; 
positive attitudes to change. 
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Like the term transferable skills, as discussed in Section 6.2, core skills had been used as 
a generic term which were receiving increased recognition although they were not 
necessarily new aspects of employment (McNeil 1991). 
McNeil, of the Confederation of British Industry Training Policy Group, identified the 
core skills as 
communication; 
numeracy; 
problem solving; 
information technology; 
personal skills; 
languages. 
The skills needed by students according to the Council for Industry and Higher 
Education (CIHE 1992:6) were 
language; numeracy; 
data appreciation; teamwork; 
inspiration; active intelligence; 
inquisitiveness to continue learning through life. 
foreign language; 
problem solving; 
It was apparent from the literature that attention had been given to the issue of 
identifying employers' requirements across the whole of education. The fortuitous 
publication of the 'Towards employability' report (Industry in Education 1996), whi Ie 
this thesis was in the process of finalisation, indicated that the relevance of education to 
employment was receiving attention early in the education cycle. This reported that 
employers were seeking 
initiative; 
self-discipline; 
work ethic; 
communication skills; 
reliability; 
consideration in dealing with people. 
These were encompassed within the term 'personal qualities' and were required over and 
above learned skills or academic qualities. The authors also listed attitudes that 
employers felt were important, namely: 
determination; 
keenness; 
willing to learn; 
and above all, 
having initiative; 
enthusiasm; confidence; 
being personable; being lively; 
willing to get involved; 
being pleasant; and motivated. 
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When contemplating participating in the EHE initiative, the University of Ulster had 
surveyed employers of their graduates to identify the 'enterprise skills' employers 
expected to be developed. Using a provided 'menu of skills' derived from literature, all 
of which were considered by the University course team to be important in selection for 
employment, employers were asked to rank the provided skills on a four point scale of 
importance. Employers selected for participation were recruiters of graduates from the 
University in the two years preceding the study and came from the areas of 
manufacturing and construction, private services, retail and distribution, banking and 
financial services, the voluntary sector and public administration. This study 
(Thompson 1993:82) identified the skills listed below, in the order of very important at 
the top of the lists and those least important toward the bottom: 
communication; 
teamwork and followership; 
proactivity; 
flexibility; 
decision making; 
problem analysis and solving; 
leadership; achievement drive; 
managing conflict; 
self awareness; 
coping with and managing personal stress; 
negotiation and persuasion; 
opportunity creation; 
computer literacy; 
risk taking. 
numeracy; 
company knowledge; 
When given the opportunity to add skills not on the list, three employers inserted 
organisational ability and other skills mentioned only once were ability to socialise, 
presentation and public speaking skills, commercial awareness, impact, financial 
awareness, and 'personality'. A follow up survey, again carried out at the University of 
Ulster, identified the graded importance of sixteen enterprise skills by employers (Tate & 
Thompson 1994). The results, presented in rank order of percentage of employers who 
indicated each skill, showed that: 
communication skills was first in rank order for 920/0 
flexibility was rank ordered second by 750/0 
teamwork and foUowership was ranked third place by 680/0 
problem analysis & solving and proactivity came equal fourth for 64% 
decision making was sixth for 62% and 
achievement drive was 7th for 53% of the respondents. 
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Less than 50% of the employers thought the personal skills listed overleaf 'very 
important', in descending rank order from 8th position: 
leadership, 
numeracy, 
coping with personal stress, 
self awareness, 
dealing with conflict, 
company knowledge, 
computer literacy, creating opportunities 
negotiation & persuasion 
risk taking skills lowest with only 20% . 
} 
} positioned equal 14th, and 
The lack of evidence of skills demanded of graduates was mentioned by Smith, 
Wolstencroft & Southern (1989). Rather than take the information derived from such 
studies as Roizen & Jepson's (1985) indicated in Section 6.5, which they felt reflected 
employers' 'e/aims' of what was required, Smith et aI., of the then Huddersfield 
Polytechnic, investigated the skills that were deemed to be important. By reference to 
both literature and employers' views they identified the following skills which they felt 
fell into three main categories or headings, namely skills to do with problem solving, 
with communication and with working in a group. The full list is presented here with 
divisions representing the category separations: 
learn quickly; 
critical thinking; 
creativity thinking; 
evaluating alternatives; 
organising own work; 
communicating ideas orally; 
listening to others views; 
working in a team; 
ability to negotiate; 
allocating group tasks; 
motivating others. 
personal objectives; 
prioritising issues; 
imaginative thinking; 
putting ideas into practice; 
understanding numerical information; 
communicating in writing; 
selecting appropriate channel for communication; 
ability to lead; 
resolving conflict; 
co-operate with others; 
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Section 6.6.8 indicated what were, for WaIT & Conner (1992) from the Universities of 
Sheffield and Leeds, some of the precise skills relating to personal effectiveness required 
at employment entry level. The intellectual components they identified were 
effective planning; 
decision making; 
adapting to novelty; 
anticipating and thinking ahead; 
prioritising; 
monitoring behaviour; 
acquiring useful information 
discovering new procedures. 
The so called 'functional skills' were investigated by Fonda & Hayes (1988) with 
employers from multinational service companies who identified 
leadership; team working; communication skills; 
as those most necessary for managers to achieve quality, output and cost objectives. 
Whether different employment sectors emphasised the same skills was an aspect studied 
by Smith, Wolstencroft & Southern (1989) but, as this was investigated from the 
perspective of graduates, rather than employers, employed within a variety of sectors, 
further consideration of this study will be presented in Section 8.5. 
An alternative source of information about employers preferences derived from the 
perceived benefits employers expressed in regard to degree subject specialisms and this 
is examined in the next section. 
7.3.3 Qualities of Degree Specialisms Valued 
Productivity was also of major concern to the employers in the study by Gordon 
A.(1983) with degree specialism being used to indicate the special qualities valued.: 
the communicative skills of arts and social science graduates; 
the relevant knowledge of science specialists; 
the numeracy, ability to absorb information and critical skills of pure scientists; 
the critical skills and originality of art graduates; 
the critical skills, ability to absorb information and ambition of social scientists; 
the 'ability' of all graduates were the prized qualities; 
in addition graduates were felt to be more productive than other workers. 
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Gordon's employers added 'the ability to work with other people' to the list provided by 
him. 
Subject specific qualities were identified by a survey reported by Gordon, 1. (1988), the 
editor of Training, whereby employers indicated particular preferences for specific 
graduates. For example, 
social science graduates were valued for the creative and analytical way they 
approached work, 
arts graduates for the imaginative, literary and analytical skills they acquired, 
classics and language graduates for logical thought, 
pure science graduates for numeracy and 
applied science graduates for their applied knowledge. 
One argument raised that has relevance here, was that some subjects have values which 
are not quantifiable in commercial terms (Prickett 1994). Another possible explanation 
derived from WaIT & Conner's (1992) study which indicated that, where qualifications of 
applicants were uniformly appropriate, perceived working styles often determined 
personnel selection by providing additional aspects about potential work behaviour over 
and above specific job skills. These styles of working may have been associated with 
particular degree special isms in the minds of the employers, for example the 
meticulousness of the statistics graduate. It appeared that European employers would be 
less likely to have such preconceptions although they would expect vocational rather 
than general degrees (Archer 1993). 
7.3.4 Individual Investigations 
The retail trade had been investigated by Carew-Kingsley (1990) for qualities sought in 
new recruits. He found: 
the ability to communicate was considered essential; 
self presentation, good personality, confidence in dealing with people, and 
courtesy were thought to be important; 
demonstration of some ability in, and understanding of retaining principles and 
concepts were also desirable. 
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oral and written communication· , 
quantitative reasoning; logical thinking; human relations; 
p~rticipa~ion; problem solving; decision making; 
discovenng knowledge; acquiring, jUdging and conveying information. 
Evidence of the longevity of interest in skill development came from his reference to 
studies carried out between 1978 and 1986 which had indicated the importance of the 
skills: 
a positive attitude and favourable disposition to work; 
sense of responsibility; reliability; 
good appearance; adaptability; 
flexibility; independence; 
working co-operatively. 
The overall feeling was that personal attributes were more important than other 
characteristics. 
Research projects in Canada of skill requirements of North American companies 
identified eighteen skills over two phases of investigation (Rush & Evers 1993). These 
were, 
problem solving/analytic; 
decision making; 
risk taking; 
listening; 
managing conflict; 
coordinating; 
Vislonmg; 
learning; 
technical skills. 
planning and organising; 
personal organisation/time management; 
oral and written communication; 
interpersonal; 
leadership/influence; 
creativity/innovation; 
ability to conceptualise; 
personal strengths; 
They felt that these broke down to four 'core' competencies, namely mobilising 
innovation and change, managing people and tasks, communicating and managing self 
but did not indicate how the particular skills would be relegated to these categories. 
The European viewpoint was contributed by Archer who argued that success in Europe 
relied on employees being able to "operate in other countries, in other cultures and in 
other languages" (Archer 1993:41). The language component, both own and European, 
had figured among the long term demands of employment derived by the Council for 
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Industry and Higher Education (CIHE 1992) together with the skills listed in Section 
7.3.1. 
In addition to the languages issue, Archer (1993) examined the 'non academic' skills and 
qualities specified for the 1993 graduates by employers from a cross section of European 
companies. Again, he identified category headings which encompassed the skill 
components and provided further breakdown of the requirements in behavioural terms 
which are presented in Section 7.6. He calculated the percentage of participants 
identifying each characteristic as: 
personal development 
commercial awareness 
achievement 
adaptability 
teamwork 
self projection 
international awareness 
planning/organisation 
intellectual ability 
business perspective 
customer orientation 
leadership 
110% [sic] 
100% 
100% 
100% 
100% 
100% 
100% 
900/0 
90% 
80% 
60% 
40% 
Leadership was given low priority because most employers demonstrated willingness to 
train leadership capabilities themselves. Intellectual ability was felt to be heavily 
weighted by British universities and British employers but for European employers 
academic qualifications were not so paramount, being seen as only one factor which 
alone would not secure a job. Similar views had been expressed by Ashton & Maquire 
(1980) and Harrison (1993) reported in Section 3.4. 
Looking into the skill needs for Britain, Smith (1990) surveyed employers and found that 
41 % were looking for a high level of motivation and ambition 
35% were looking for full experience of the type of work on offer 
35% sought recruits who could get on well with all sorts of people 
23% wanted recruits with skills that showed potential for development 
19% looked for people who were flexible and able to accept change. 
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Evidence of the importance of the skills identified came from a study by Gordon, 
1.(1988) into the comparative emphasis given to the training of the skills in the United 
States of America. Organisations with 100 or more employees indicated that the 
training provided for their staff fell into the following categories: 
time management; 
team building; 
interpersonal skills; 
planning; 
creativity; 
leadership; 
motivation; 
goal setting; 
writing skills; 
reading skills; 
listening skills; 
problem solving; 
decision making; 
negotiating skills; 
foreign languages. 
Similarities between the skills on this list and those of the other researchers could be 
taken as evidence of the world wide nature of the skills required for effective 
employment. The skills identified by this literature will be included in the comparison 
with those indicated by participants in the fieldwork to this study in Table V and 
discussion in Section 7.12. 
7.4 Disadvantages of Employing Graduates 
Another way of looking at the issue of skills required was to examine the disadvantages 
employers perceived in employing graduates and to turn these around to positive 
requirements. The three major disadvantages identified by employers (Gordon, A. 
1983), irrespective of discipline of the graduate, were: 
'lack of industrial and commercial experience'; 
'career expectations too high'; 
'irrelevance of studies'. 
The former supported arguments of the importance of work experience components on 
courses, the other two could be partially explained by lack of recent and relevant 
experience of the teaching staff as discussed in Section 2.3. Graduates of Arts and 
Social Science disciplines were considered to be over confident; in addition, graduates 
in Art were felt to be innumerate, whilst graduates from Social Science were felt to be 
arrogant. Being too 'academic' was the 'irrelevant' criticism levied at graduates from the 
pure science disciplines with those from Applied Science seen as 'immature', 'expensive', 
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in terms of what employers felt were unrealistic expectations of salary potential, and 
lacking in loyalty. Ten years previously the same criticisms had been levied at 
graduates (de Winter Hebron 1973). 
A survey by Gordon, J. (1988) to identify common difficulties of employing graduates 
identified many of the same problems, for example 
unrealistically high aspirations and expectations; 
need for additional training about industry; 
inflated view of own abilities; 
to which were added 
tactlessness; high starting salary; 
impatience; undisciplined; 
egocentric; arrogant; 
ignorance of social relationships in workplace; 
difficulty of integrating into the work environment. 
It was stated by Thompson (1993) that employers had poorer views of the ability of 
universities to develop skills than had graduates particularly with regard to the 
development of personal skills. Skills of conflict management, risk taking, creating 
opportunities, negotiation and persuasion were seen to be especially poorly developed. 
Employers particularly felt that graduates needed to learn to be proactive and flexible. 
The similarities identified in these studies served to demonstrate some considerable 
degree of consistency in the shortcoming of graduate recruits. The criticisms levied at 
graduates of Applied Science could, of course, all be linked to the earlier criticisms 
relating to industrial and commercial experience, career expectations and course 
relevancy. It should also be recognised that employers have a role to play in providing 
opportunity for satisfactory work experiences. If an employer, for example, had these 
negative conceptions of graduate education then appropriate working conditions and 
challenges may not be made available and employed graduates could become dissatisfied 
and leave the employment, hence the 'lacking loyalty' and 'expensive' conceptions. The 
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issue of employers making best use of graduates was an aspect that was explored in 
Section 6.6.2. 
Looking at the above from the perspective of learning what employers do want indicated 
the priority given to 
appropriate experience; realistic expectations; relevancy of academic courses. 
It is suggested that all these are tied up with opportunities for meaningful workplace 
contact for both teaching staff and students. In addition, employers wanted people who 
were numerate; mature; confident, but not overly so; loyal. 
7.5 Value of Employing Graduates 
The survey in 1973 by de Winter Hebron, previously referred to in Section 7.1 , had 
indicated that the advantages most frequently identified of employing graduates were 
their 
high IQ; 
quickness to learn; 
original thinking; 
ability to absorb information. 
The next most frequently cited advantages referred to 
analytical reasoning; 
depth of thought; 
objectivity; 
disciplined mind. 
Personality factors were also identified, such as 
drive; 
open mindedness; 
ambition; 
versatility; 
development potential; 
flexibility and adaptability. 
These apparently were qualities which graduates possessed, ones which the interaction 
between the individuals and their education had developed. It was interesting to note 
that some of these qualities occurred in the list of requirements that industry suggested 
were not being provided. The question that this disparity generated, since the de Winter 
Hebron survey had been carried out in 1973, was whether graduates in the mid 1990s 
were no longer displaying these attributes or, alternatively, whether these attributes were 
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required in addition to others as time had progressed. The question of whether 
employers were wanting something different was first raised in Section 6.6.5 when it was 
suggested that employers' dissatisfaction could be due to changes in their expectations of 
the skills to be developed by education. The issue also became apparent in Section 6.6.9 
with reference to observations of Fonda & Hayes (1988), McNeil (1991), and Onstenk 
(1992) concerning 'new demands'. Examination of the literature enabled investigation 
of the possibility that expressed skill requirements had changed and this will be 
presented in Section 7.7. Certainly, that the attributes demonstrated by graduates in 
1973 had remained within the repertoire of graduates in the 1980s and 1990s was evident 
from what follows. 
In 1983 Gordon had identified the attributes of graduates to be 
" .......... flexibility, ambition, logical thinking, quick to learn, highly motivated, 
good communicator, creative, mature, specialist knowledge, analytical, and 
showing initiative" 
Gordon, A. (1983:50) 
In comparison with other employees doing similar work he asked employers to identify 
the advantage of employing graduates, the responses given indicated that graduates were 
felt to be more productive and highly able individuals who could learn quickly. Gordon 
also investigated the value placed on graduates from different subject/course specialisms 
and specific issues identified were addressed in Section 7.3.3. The overall conclusion, 
however, was that degrees were valued not necessarily for themselves but for the skills 
or attributes that were encouraged or developed during the process of studying itself. 
Indeed, Barnett (1990) had believed that the value and usefulness of a graduate would be 
improved by the development of 'powers of insight, analysis, evaluation, communication, 
self presentation and toleration', which address some of the earlier complaints. It was 
believed that this development would occur as an intrinsic part of the educational aims of 
Higher Education courses. 
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Gordon, 1. (1988) drew up a list of specific attributes on the basis of those he identified 
in the literature by earlier researchers and asked employers to select those which they 
valued in graduates. The attributes selected were 
critical skills; 
ability to absorb information; 
logical thinking; 
initiative; 
originality; 
drive and ambition; 
creativity; 
powers of analysis. 
numeracy; 
flexibility; 
maturity; 
When given the opportunity to add qualities considered to be more important than those 
provided in the list, a number of employers wrote in the ability to work with other 
people. 
Also using a provided list of attributes, a survey of major retail companies revealed that 
500/0 of the companies listed 
communication skills; personality; appearance 
in the top five attributes required of junior and management trainees (Carew-Kingsley 
1990). The other qualities that appeared less consistently were 
ability; motivation; qualifications; 
although the latter was always placed low in rank order. Again, this was interesting in 
view of the use of qualifications as screening or selection criteria, as discussed in Section 
3.4, and because of the predominance given to qualifications on job application forms 
and inclusion in situations vacant advertisements. 
Thompson (1993) had discovered that employers felt the skills that had been well 
developed in graduates were 
leadership; 
numeracy; 
problem analysis and solving; 
computer literacy. 
The most important features ascribed to graduate recruits by most of the employers that 
participated in a study conducted by the Institute of Manpower Studies (Pearson, 
Seccombe, Pike & Conner 1993) were personal qualities such as motivation and 
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interpersonal skills. The same conclusions were drawn by Bradshaw (1985) who 
reported several studies in America that had also identified the requirement for personal 
and social skills as well as intellectual ones 
7.6 Identification of More Specific Attributes of Skill Requirements 
The tendency for skills to be expressed in general, encompassing terms such as personal 
skills, management skills and so on, has been referred to previously, Section 6.7, and 
became more apparent during the literature search reported in the preceding Sections in 
this Chapter. It seemed appropriate and necessary to identify specific attributes relating 
to the skill requirements, first of all to compare whether there was any similarity in the 
interpretation of the skills and secondly with a view to examining how they might be 
taught or encouraged in learners within the education environment. The following 
indicates what was apparent from the literature. 
An alternative approach to investigating employer requirements was adopted by 
Bradshaw (1985). Analysing advertisements for highly qualified personnel to work in a 
variety of occupations he was able to identify that the requirements indicated in the 
advertisements fell into three categories in addition to the requirements for academic 
discipline. For each category he also indicated specific attributes that fell within that 
category. Examples of these follow: 
CATEGORY CLASSIFICATION 
Attitudes 
SPECIFIC SKILLS IDENTIFIED 
self motivation 
work to deadlines 
se If-starter 
maturity and resilience 
sense of humour 
real interest 
work independently on own initiative 
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Transfer intellectual skills 
Inter-personal skills 
communication 
organisational skills 
eye for detail 
ability to work to deadlines 
presenting information (written & oral) 
write clear and concise reports 
handle data 
degree of numeracy 
work independently on own initiative 
liaise with professionals 
co-operate with mUlti-disciplinary teams 
relate to people of all levels 
sensitivity to employee relations issues 
In the report of his study Bradshaw (1985) also provided evidence of elaborated core 
qualities sought by one of his prominent employers. These were 
Setting and Achieving Objectives sets demanding objectives 
maintains high standards, 
shows perseverance and resourcefulness, 
overcomes obstacles, 
competes, 
achieves excellent results 
Communication communicating with and influencing others, 
organises thoughts 
presents ideas clearly and convincingly, 
wins support and co-operation from others, 
generates enthusiasm 
Solving Problems/Setting Priorities analyses problems, 
Working with Others 
Generating Ideas 
identifies key elements, 
establishes priorities, 
overcomes obstacles, 
allocates resources and 
implements solutions effectively 
works well with other people, 
takes responsibility where appropriate, 
assumes leadership, 
brings out the best in other people, 
builds effective team work 
finds, develops, implements and evaluates 
new and better ways of doing things, 
show original/creative thought. 
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In a similar way the demands of employers were investigated by Smith, Wolstencroft & 
Southern (1989). As indicated in Section 7.3.2 they felt these divided into three main 
categories which encompassed the following specific attributes: 
Problem solving 
Communication 
Working in groups 
ability to learn quickly 
critical thinking 
prioritising issues 
showing creativity and imagination in thinking 
evaluating alternatives 
putting ideas into practice 
organising own work 
understanding numerical information quickly 
and accurately 
communicate ideas in writing 
listening to others' views 
selecting appropriate channel of communication 
working in a team 
ability to lead 
ability to negotiate 
resolving conflicting views 
allocating group tasks 
co operating with others 
motivating others. 
Teeside Polytechnic (1992) prepared a guide of Personal Skills for Working Life with 
the assistance of representatives from nine major organisations from industry, commerce 
and the public sector in collaboration with education. The participants were asked to 
indicate the particular skills and attributes (other than academic) that they looked for in 
students leaving Higher Education. The identified skills were used to produce a self 
assessment guide which encompassed expanded skill and behavioural explanations as 
indicated below: 
Ability to communicate including active listening and presentation skills 
Planning skills personal planning and time management 
Teamwork & Leadership the ability to work with and through others 
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Special abilities/aptitudes 
Drive & Achievement 
computer literacy and the 
ability to understand how technology can 
be applied within specific roles 
those associated with working to deadlines, 
setting priorities, 
achieving goals 
Problem solving and decision making 
Orientation to change 
the ability to review issues systematically 
to make informed judgements 
the ability to cope with the demands of a 
dynamic environment 
Willingness to continue learning 
knowing how to learn 
a commitment to life long development. 
Similarly, Archer (1993) had elaborated on the skills identified by European employers 
from the fields of stationery, chemical and healthcare, banks, engineering, electronics, 
business advisors, food and detergent corporations. Section 7.3.5 indicated the priorities 
of non academic requirements, these were elaborated as follows: 
BUSINESS AWARENESS a) business perspective 
able to implement and influence strategy 
b) customer orientation 
awareness of the concepts of internal and external 
customers, 
asking, consulting, listening, understanding, 
adapting to the needs of customers, 
c) commercial awareness 
awareness of organisations and how they work, 
understanding of the concepts of risk and reward, 
awareness of financial issues 
PLANNING & ANALYSIS a) planning/organisation 
PERFORMANCE 
managing their time, structuring their work, 
coping with overload, 
b) analysis/decision making 
face problems, logical systematic approach to problem 
solving, 
define problem, set parameters, find answers 
a) achievement 
take the initiative, results-focused, action centred, 
determination, commitment, drive 
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b) adaptability 
flexibility, adaptability, open-minded, 
prepared to experiment, anticipating change and chasing it 
EMPOWERMENT a) teamwork 
team players, ability to work with others, 
supportive, respecting the contribution of others 
b) leadership 
good listening skills, skills of persuasion, 
ability to motivate others and to involve them 
c) personal development 
grasp the opportunities to learn, to stretch, 
to grow, see training as positive development 
d) self projection 
positive, enthusiastic, verbally articulate, 
people who present themselves and their ideas clearly 
INTERNATIONAL OUTLOOK 
mobility, willing to work abroad, desire/lust for travel, interest, 
cultural awareness, curiosity, sensitivity, empathy, diplomacy. 
This type of analysis indicated that many of the skills identified in Sections 7.3, in its 
entirety, 7.4 and 7.S could be categorised and subsumed under a single heading by some 
employers or left independent by others. The number of literature sources providing this 
type of breakdown was not sufficient to be able to draw any firm and final conclusions, 
however, so that further examination through fieldwork was justified. 
7.7 Summary of Employers' Perceptions Identified in Literature Search B 
The foregoing gives an indication of the amount of literature that existed on the general 
theme of skills required for employment from the perspective of 'employers' The skills 
identified have been presented in Table III entitled Skills Identified by Literature Search 
B - Employers' Perspective. This Table is organised under headings which indicate 
Employers' who identified skills as needed/expected which encompassed the 
skills identified by employers', or their representatives, 
as necessary for active participation in their work fields; 
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S kills possessed which encompassed those skills identified by 
employers', or their representatives, as being possessed 
by graduates which were relevant for employment. 
The selected criteria for inclusion in this Chapter was to include only that which had 
been generated by study of the issues of employment requirements; material of a more 
'theoretical' nature has been excluded. The quantity of material available within the 
constraints of a privately funded PhD research project would seem to dispute claims that 
there had been little research during the time span constraint imposed on suitability for 
inclusion in this research study, approximately twenty years. That there was also a 
considerable number of studies generated by the education sector demonstrated the 
extant interest to respond to the needs of employment. This seemed to support the 
notion that there had been an increase in research activity to raise awareness of the issues 
concerning employment requirements and begs the question of why nothing had 
apparently changed. This will be considered in the concluding chapter to this thesis 
when the issue of dissemination of research into practice is addressed. 
Meanwhile, consideration of all the aforementioned research findings indicated that the 
majority of studies had identified communication skills and interpersonal skills as 
consistently high in rank order. Identification of the attributes constituting 
communication skills were not particularly comprehensive from the examination of the 
literature. Interpersonal skills had, however, received greater elaboration by the 
participants of the studies. There were indications that, encompassed within this term, 
were the skills of dealing with people appropriately, sensitively and considerately, of 
understanding human nature and personal interaction, of forming part of a team, leading, 
negotiating, motivating, and so on. From the more detailed explanations of the skills 
listed, as presented in Section 7.6, it was possible to identify similarities in the less 
detailed explanations presented in Sections 7.3.1 to 7.3.6. Problem solving skills were 
also well represented in the abilities identified and required by employers particularly if 
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statements relating to 'critical thinking' and 'decision making' were encompassed within 
the same category together with, for example, 'problem analysis and solving', 'ability to 
define and develop solutions to problems' and 'identification and solution of complex 
problems'. It is possible that this reflected the comments of Bradshaw (1985) who saw 
identification of the same priorities by disparate sectors of employment as reflecting 
similar conclusions about the qualities sought for employment. 
Examination as to whether there had been a change in skill requirements over the period 
covered by the literature reviewed in this Chapter is summarised in Figure 3 on the 
following page. Having made allowance for the difference in the numbers of studies 
carried out over the 1980s compared to the 1990s this indicated the following features. 
The skills identified by employers' that had remained most constant were related to 
'Decision making' but these had not been skills that appeared among the most frequently 
identified anyway. Two of the skills that had received considerable mention in the 
studies overall, 'Personal Coping' and 'Communication', were only slightly less 
frequently mentioned in the 1990s than they had been in the 1980s. 
There appeared to be greater disparity between the frequency of mention for the two 
periods for 'Interpersonal skills', 'Numeracy and Literacy', 'Thinking skills', 'Reasoning 
and Arguing', 'Analysis and Evaluating', and 'Problem solving'. In all cases they had 
received less mention in the latter period than in the 1980s. 
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Skills which received greater mention in the 1990s compared to the earlier period were 
'Planning and Organisation', 'Work Focused Orientation', 'Presentation', 'Information 
Technology' and 'Seeking and Handling Information'. The greatest increase in mention 
appeared for 'Planning and Organisation' and 'Work Focused Orientation'. From this 
analysis it would appear, therefore, that from the literature there had been quite 
considerable increase in the demand for these skills over the two decades identified an , 
aspect which might reasonable account for the perceived dissatisfaction. This, it would 
seem indicates some support for Onstenk's (1992) belief, presented in Section 7.2; the 
increased demand did not appear, however, to be in relation to all the transferable skills. 
Considering the expressions of dynamic change and requirements for a flexible and 
adaptable workforce, in Chapter 6, comparatively few employers identified specific 
skills appropriate to these demands. Those that could be attributed specifically were, for 
example, 'positive attitudes to change', 'flexibility', 'creativity/innovation', 'quickness to 
learn', 'adaptability' and 'anticipating change and chasing it'. It is, of course, not 
unreasonable to consider that several of the personal qualities indicated by employers 
would be considered appropriate skills for change, for example 'open-minded', 'prepared 
to experiment', 'initiative', 'creative', 'visioning', 'inspiration' in addition to 
'managing/dealing with conflict', 'coping with personal stress' and 'risk taking'. 
Also, taking account of the persistent call in the literature, again discussed in Chapter 6, 
for the relevance of education to the working environment, whilst there had been an 
increase in the mention of these skills in the 1990s comparatively few statements overall 
related to specifically work related skills or knowledge. Those present were, for 
example, 'understanding of work and the world', 'work ethic', 'servicing customers', 
'company knowledge', 'a sound, basic, academic knowledge of how business works', 'a 
positive attitude and favourable disposition to work', and 'awareness of organisations and 
how they work'. 
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Examination of the skills identified in the literature indicated some consensus with those 
identified from employers viewpoints reported by Smith et al (1989) where, similarly, 
the three main types of general skills most frequently mentioned were problem solving, 
communications and working in groups. It was, however, Oates (1993 :229) who issued 
the warning of the 'misleading general consensus around certain overall headings or 
categories of skills'. That this may have been apposite in the circumstances was 
apparent since, in general, the investigators reported in the previous sections had 
themselves relied on the literature to identify reported skill requirements and had used 
that same literature to formulate a list of skills for adoption as a selection tool in their 
own investigation. These supplied lists of skills formed the basis on which employers 
made selection, by prioritisation or limited selection of those skills of importance. That 
very few employers in any of the studies, when given the opportunity, had added skills to 
the lists provided had been taken as validation for the completeness of the original list 
(Thompson 1993). The research design, therefore, encompassed the process of selection 
from a menu of skills and begs the question of whether the same skills would have been 
identified had no such 'prompt' been available. 
How this was addressed in the fieldwork for this research is discussed in Section 7.9. 
Indeed, in the second part to this Chapter full description of the fieldwork related to 
investigating employers' expectations and/or requirements is presented and discussed. 
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CHAPTER 7B 
PERSPECTIVES OF SKILL REQUIREMENTS FROM THE FIELDWORK - 'INDUSTRY' 
Chapter 7 A described and discussed the skills identified in the literature attributed to the 
requirements expressed by employers in industry, commerce and the service sectors. 
The skills for employment derived from Literature Search B were summarised in Table 
III at the conclusion to that Chapter. 
Chapter 7B describes the fieldwork investigation of employers/employees views of skills 
requirements. The public statements, as found in the literature, could then be compared 
to private opinions or perspectives of those intimately engaged in employment as found 
in this empirical study. It would then be possible to evaluate any differences and 
similarities between espoused theories and theories in use, identified by Argyris & Schon 
(1974) so that strengths could be identified and weaknesses examined for remedying. In 
comparison with the views expressed by students and teachers this would provide an 
understanding of what education was succeeding at and what needed to be improved 
upon. 
This Chapter examines the skills identified by employers in the two sectors of public and 
professional services sampled in this study. The viewpoints of the public sector will be 
presented first, followed by those of the professional practice and, finally by the 
combination of the two, an overall perspective from this sample of 'industry' will be 
compared with that derived from the literature as presented in the previous Chapter. 
7.8 Research Investigation of Perceptions from 'Industry' 
The withdrawal from full time employment, indicated in Section 5.3, to concentrate on 
the research had resulted in an abrupt decline in my financial situation. The need to 
generate income was fortuitously matched by the coincidental opportunity to collaborate 
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on an investigation for a multi national company based in the United Kingdom. This 
Company, which employed graduates in a wide and diverse range of roles, was 
concerned about the articulation of recruitment needs in some of its sectors. This 
derived, in particular, from the dichotomous situation of having some staff who were 
developing and adapting well to changes whilst others were not. As indicated in Section 
2.1, all spheres of business and commerce were subjected to considerable change and 
this Company had recognised the financial and reputational implications of employing 
staff who were not able to respond appropriately. Description of the investigation 
carried out for this Company is presented in the next Section to provide the context of 
the results. 
7.9 Introduction to Research Study 
The espoused culture of the multi national Company was one which demonstrated a 
caring attitude towards both customers and staff. A campaign of development and 
retraining courses had been instigated in an attempt to remedy the situation of 
dissatisfaction with adaptation to change among staff of all denominations, executives, 
accountants, engineers and so on. The management of the Company felt that this 
campaign had, however, achieved only patchy benefit. In addition, in spite of the 
careful review of person specifications for jobs and examination of qualifications of 
those performing the jobs, the Company had not been able to identify anything of 
significance that might account for the differences in adaptability and development. The 
Company, therefore, appointed a team of outside investigators to look at its recruitment 
procedures and, in particular, to identify and define the requisite attributes in more detail 
in order that more successful selection could be achieved. I was fortunate enough to be 
asked to join this team of investigators and the study coincided with my interests in skills 
for employment. This provided the opportunity to combine the requirements of the 
Company with my study area and Section 7.12 describes the outcomes of this 
investigation. 
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In particular the following statement indicated just one of the objectives encompassed 
within the project, the remaining objectives, bearing no relationship to the study reported 
in this thesis, have been omitted from the discussion but have been reported in Denicolo 
& Harwood (1995). The Company wished to have identified a range of attributes 
required of graduate recruits, namely: 
• skills • qualifications 
• • 
. . pnor expenence 
• 
knowledge base 
attitudes to work • attitudes to professional colleagues 
• personal qualities 
There was little dispute about the academic qualifications of graduates and, as stated in 
Section 6.2, subject or technical knowledge formed no part of the study that is the focus 
of this thesis and is, therefore, an aspect which will not feature greatly in the report of the 
investigation. 
The procedure adopted for the investigation was to interview representatives from all 
levels of the organisation who had links with graduate employees. The first set of 
unstructured interviews lasted approximately thirty minutes and provided the necessary 
understanding for the research team of jargon, unique meaning attributed to words, 
language register and company context that facilitated the production of appropriate 
materials for the second set of semi-structured interviews which lasted for up to two 
hours duration depending on the interest and enthusiasm of the participant. In the 
second interviews a repertory grid format ensured a semi-structured, or at least, focused, 
process. A description of the repertory grid technique provided in Appendix 1 
elaborates on terms used in this section. 
The grid consisted of a range of generalised labels of employees, derived from the 
discussions during the first interviews, as the focus for elicitation of attributes of recruits. 
The categories of employees ranged from 'expert' through 'steeped in tradition' and 'new 
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era . .ists' to 'walking disaster'; interviewees were required to select individuals with 
whom they were familiar to fit each category of employee and indicate these, in coded 
form to ensure anonymity, beside the descriptor. The triadic technique was adopted to 
elicit bipolar dimensions of similarities and differences between the different employee 
categories in terms of skills demonstrated, attitudes presented, manifestations in practice 
and so on. Where elaboration of statements was necessary, for example to explore why 
things were important or how they would be demonstrated in practice, the techniques of 
laddering and pyramiding were used (Dalton & Dunnett 1992). All employee category 
labels were then rated on a five point scale according to the bipolar statements by the 
interviewee. Shaw's version 2 Analysis Programme (1990) was used to analyse the 
completed repertory grids. This employs the focus cluster algorithm in graphical and 
text form so that category clusters and attribute clusters are annotated and elaborated. 
More detailed discussion of the analysed repertory grids will appear in Chapter 11 in 
conjunction with the debate focusing on repertory grids completed by teaching staff. At 
the present stage the statements produced by the interviewees were used to formulate a 
list of employment skill requirements to represent one view of employers' expectations 
of recruits. 
Other indications of skill requirements for a working life were obtained by completion of 
a questionnaire by participants from another Company involved in professional practice 
and service with branch offices in Europe, Hong Kong and Spain. To distinguish the 
two employment sectors in this study the second company will hereinafter be referred to 
as the 'Profession'. In this way this study is able to contribute the skills requirements 
from the viewpoint of two employment sectors in addition to those already appearing in 
the literature. These two samples could then be used for comparison with each other 
and with the lists of employers' requirements presented from the literature in the previous 
sections. 
7 ., -.J .) 
7.10 EmployerlEmployee Participants 
As indicated above, investigation of the Company's employment requirements had been 
instigated and supported by senior management within the Company. Participation in 
the study was, therefore, obligatory but time and financial considerations required that a 
proportion of the whole staff be interviewed. Selection was made on the basis of 
identifying the department in the Company which, in their view, most demonstrated the 
characteristics described in Section 7.9. The employment experience of the 87 
respondents, of whom approximately a third were female and two thirds male, ranged 
between one and forty one years with the majority falling in the one to ten year bracket. 
Participation was on a voluntary basis for the Profession and relied, therefore, on the 
goodwill of employees to complete and return the questionnaire. It was not surprising, 
in view of the climate described in Section 2.1, that comparatively fewer responses were 
received from the Profession than from the Company. A 20% return rate was achieved 
from the Profession. The employment experience of the 16 respondents, who were all 
male, ranged from seven to seventeen years. This was representative of the employment 
sector in that it was male dominated with females just beginning to make in-roads. The 
viewpoint of the Profession is, however, included in this study in order to provide a 
perspective from an alternative employment field, one in which recruits have 
traditionally received an extended period of education and professional development, 
encompassing a considerable period of work experience which formed a compulsory 
component of the qualification requirements. 
7.11 Analysis of Data 
The skills identified by participants were categorised in the manner described in Section 
5.4.2. The number of times a statement fitted a category was recorded on a spreadsheet 
so that the frequency of mention for each skill could be calculated. For each skill 
category the percentage frequency of mention was used to produce the graphical 
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representations of the data appearing in this thesis. By this manner it was possible to 
compare and contrast the data originating from the various participant groups both 
through the literature and by the fieldwork. 
The employment requirements provided by participants were analysed to identify 
recurrent themes and a histogram was produced demonstrating the percentage frequency 
of mention at the general category level. This is included and discussed in the following 
Section. 
7.11.1 Participants' Viewpoints from the Representatives of 'Industry' 
Figure 4, overleaf, entitled Skills Identified by the Fieldwork 'Employment' sectors 
presents a graphical representation of the skills according to the percentage frequency of 
mention by the two groups of participants, one from the 'Company' and the other from 
the 'Profession'. The percentage values given in the Figure reflect the idiosyncrasies of 
the software used to generate the histogram rather than precise replication of the 
mathematical calculations. They do, however, reflect the overall pattern of the results. 
This caveat applies to all representations of the data given in this study. 
The skills categories indicated on this Figure were generated by the terminology most 
often used by the participants, the terms being used either on their own or to form part of 
a longer statement. For example, 'problem solving' alone or in the statement 'logical in 
analysing a problem' and 'presentation' or 'performing presentations or talks'. Table VI, 
at the end of this Chapter, indicates examples of the statements made by the participants 
from both the 'Company' and the 'Profession' as the descriptors used by these participants 
were in the majority very similar. Other aspects worthy of consideration with regard to 
categorisation of data have been discussed in Section 5.4.2 and apply to all the three 
strands of data from the fieldwork, the students', employers' and teachers'. 
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The skills identified in Figure 4 are indicated in Table IV. The skills are listed in the 
order of the most frequently identified skills at the top of the following list, and the least 
frequently identified range toward the bottom. 
This Table represents the hierarchical positions of the skill categories identified by each 
work sector and enables a direct comparison to be made of the comparative position of 
individual skill categories for the two employment sectors. 
TABLE IV COMPARISON OF FIELDWORK EMPLOYMENT SECTORS 
VIEWPOINTS OF SKILLS REQUIRED 
SKILL IDENTIFIED HIERARCHICAL ORDER 
THE 'COMPANY' THE 'PROFESSION' 
Personal attributes/coping 1 1= 
Interpersonal skills 3 5= 
Seeking & Handling Information 10= 10= 
Numeracy & Literacy 10= 8= 
Planning & Organisation 4= 8= 
Communication 4= 3= 
Presentation 13= 3= 
Teamwork 8= 10= 
Information Technology 15 1= 
Work Focused Orientation 4= 10= 
Thinking skills 2 5= 
Reasoning & Arguing 7 5= 
Analysing & Evaluating 8= 10= 
Problem Solving 13= 10= 
Decision making 0 10= 
Qualifications 10= 0 
The Table above indicates that there was a degree of similarity between the two 
employment sectors with regard to the relative positioning of certain skills. The 
viewpoint presented by both the 'Company' and the 'Profession' participants in the study 
emphasised the skills related to 'Personal attributes' which may be designated as coping 
strategies in the work environment. The type of attributes identified within this category 
are apparent from the examples provided in Table VI which appears at the end of this 
Chapter. 
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It is readily apparent from Table IV that for the participants in this study the most 
frequently identified skill area as necessary for employment within the respective 
employment fields were 'Personal attributes/Coping strategies' whereas 
'Seeking/Handling Information' appeared low on the hierarchy for both sectors. 
Comparison of the frequency of mention in Figure 4 indicates that the 'Company' 
identified 'Personal attributes' considerably more frequently than did the 'Profession'. 
Skills which were placed in similar hierarchical positions occurred at both the higher and 
the lower end of the scale. For example, for both sectors 'Interpersonal skills', 
'Communication' and 'Thinking' skills appeared high on the list whereas 'Numeracy and 
Literacy', 'Team work', 'Analysing and Evaluating' and 'Problem solving' were equally 
low on the list of skills identified and 'Reasoning and Arguing' were approximately 
central. The convergence of mention of these skills could be interpreted as indicating 
skill areas which were common to both areas of work and might be interpreted as 
representing a taxonomy of skills requirement for employment but further research over 
many more diverse fields of employment would be required before this became more 
than a tentative proposal. It is apparent from Figure 4 that the 'Company' identified 
'Thinking skills', 'Team work' and 'Analysis and Evaluation' more frequently whereas the 
'Profession' identified 'Communication' and 'Reasoning and Arguing' more often. 
The Table also indicated skill areas where there was considerable discrepancy with 
regard to hierarchical positioning. For example, whereas the 'Company' placed 
'Planning and Organisation' comparatively high, the 'Profession' placed it in the lower 
half of the list although from Figure 4 it is apparent that there was not a great difference 
in the frequency with which they had identified these skills. A similar situation existed 
for 'Work Focused Orientation', and 'Presentation' with regard to hierarchical positions 
but when it came to frequency of mention 'Work Focused Orientation' was identified 
more frequently by the 'Company' and 'Presentation' more frequently by the 'Profession'. 
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'Information Technology' was placed at furthest ends of the hierarchical order, the 
'Profession' identifying it most frequently and the 'Company' least frequently. The 
introduction of wide ranging and extensive computer equipment into the 'Profession' and 
requirement for personnel to rapidly become familiar with a range of software packages 
as part of their professional service was the probable cause of the raised awareness of the 
requirement for skills relating to 'Information Technology'. The same situation had not 
exerted an influence on the 'Company' within the same degree of proximity to the time of 
the study. 
With regard to 'Decision making', it seemed that the 'Profession' recognised the 
requirement for skills of this category but it still appeared at the bottom of their hierarchy 
whereas the 'Company' did not identify the skill at all. A similar situation occurred with 
'Qualifications' but in reverse with the 'Company' identifying them low in hierarchical 
order and the 'Profession' failing to identify them as a requirement for employment. It is 
possible that the precise nature of the two businesses produced this effect but it was also 
recognised that entry into the 'Profession' was very much reliant on possession of 
appropriate and somewhat strictly defined qualifications, gained as stated in Section 7.10 
over a considerable length of time. It was likely that employment in the 'Profession' was 
dependent on possession of the appropriate qualification. It could, therefore, be that 
requirement for these was entrenched in the participants expectations and, therefore, 
failed to be stated. This is considered further in Section 7.12. 
Overall, the comparison indicated that there was some degree of uniformity in the order 
of relative importance placed on the different skills, if hierarchical order can be taken to 
equate to priority, but that differences in emphasis existed when frequency of mention 
was examined. 
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7.11.2 Fieldwork Representation of 'Industry' Perspective 
The combined viewpoints derived from participants from the 'Company' and from the 
'Profession' were used in this study to represent the perspective from 'industry' for 
comparison with the views derived in the fieldwork from the perspectives of teachers and 
students. The comparative discussion appears in Section 9.22.2. To avoid confusion or 
data overload the picture produced by the combination of viewpoints will not be 
presented at this juncture beyond highlighting that the data discussed in Section 9.22.2 
derives from the amalgamation of the responses by the participants from the 'Company' 
and the 'Profession' presented separately in Figure 4 and Table IV. 
7.12 Comparison of Research Data with Literature Review 
As indicated in Section 7.7 the difference in design between the studies reported in the 
literature and this study was that the former provided lists of skills for the participants to 
comment upon whereas this study required the participants to independently generate the 
skills themselves. It was interesting to note, therefore, the similarities not only between 
the skills identified but also in respect of the skills that were mentioned most frequently. 
The skills identified from the literature, and presented in Table III, were allocated to 
categories in the way discussed in Section 5.4.2. This also applied to the skills 
statements achieved from the fieldwork. The frequency of mention of skills in each 
category was used to indicate the hierarchical order of the skills identified and this 
appears, together with those generated for the fieldwork component, in Table V overleaf 
in order that a comparison can be made between the information derived from the 
literature and the fieldwork of this study. Examination of this Table indicates a 
considerable number of similarities between all three sectors (the literature 'Industry', the 
'Company' and the 'Profession') or between at least two of them. Perhaps the most 
outstanding similarity is the premier position achieved by 'Personal attributes/coping 
strategies' as a result of the frequency of mention by the 'Company'. the 'Profession' and 
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from the reported views of 'Industry' obtained from the literature discussed in Chapter 
7A. 
The frequency of mention of skills was used to rank order the skills. Those with similar 
high rank order for the three sectors were 'Communication', 'Interpersonal' and Thinking 
skills'. Skills that were very similar between the three sectors but at the lower end of the 
hierarchies were 'Numeracy and Literacy' and 'Analysis and Evaluation', and in the 
middle range 'Seeking and Handling Information'. 
TABLE V COMPARISON OF FIELDWORK AND LITERATURE SEARCH B 
Skill Identified 
Personal attributes/coping strategies 
Interpersonal skills 
Seeking & Handling Information 
Numeracy & Literacy 
Planning & Organisation 
Communication 
Presentation 
Team work 
Information Technology 
Work Focused Orientation 
Thinking skills 
Reasoning & Arguing 
Analysing & Evaluating 
Problem Solving 
Decision making 
Qualifications 
Hierarchical Order 
Fieldwork Literature 
'Company' , Profession' 'Industry' 
1 1= 1 
3 5= 4= 
10= 10= 9 
10= 8= 7 
4= 8= 4= 
4= 3= 2 
13= 3= 10= 
8= 10= 3 
15 1= 14= 
4= 10= 8 
2 5= 6 
7 5= 14= 
8= 10= 10= 
13= 10= 5 
0 10= 10= 
10= 0 10= 
Differences in frequency of mention, as reflected in the hierarchical order for the three 
sectors, occurred in respect of 'Team work', 'Reasoning and Arguing' and 'Problem 
solving'. In these instances the 'Company' and the 'Profession' had identified 'Reasoning 
and Arguing' more frequently than the literature had indicated for 'Industry' but had not 
given as much emphasis to 'Team work' and 'Problem solving'. 
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The frequencies of mention of skills used to generate Table V were combined in Figure 5 
overleaf in order to ascertain the real magnitude of differences in identification of skills 
by the three sectors. For clarification, the following Figure indicates the categorised 
skills identified by the 'Company', the 'Profession' and the 'Industry', viewpoints of the 
former two having been identified by fieldwork and the latter achieved by the Literature 
Search B. Again, the caveat regarding percentage values indicated in Section 7.11.1 
applies. 
Figure 5 indicates that there was considerable similarity of magnitude of identification of 
skills between that reported in the literature as deriving from representatives of 'Industry' 
and that achieved by the fieldwork with representatives of the employment sectors in this 
study. In particular, within one or two percentage values, viewpoints corresponded with 
regard to 'Interpersonal skills', 'Seeking and Handling Information', 'Numeracy and 
Literacy', 'Work Focused Orientation', 'Analysing and Evaluating' skills. Within 
approximately a difference of five percentage frequency of mention, the skills of 
'Planning and Organisation', 'Communication', 'Team work', 'Thinking skills', 'Reasoning 
and Arguing', 'Problem Solving' were similarly identified by the literature and the 
fieldwork data. The participants representing the 'Profession' differed in frequency of 
mention of 'Personal Coping skills', 'Presentation skills', 'Information Technology' and 
'Qualifications' compared to the 'Company' and the literature reports. To be precise, 
'Personal Coping skills' were mentioned less frequently, 'Presentation' and 'Information 
Technology' skills were mentioned more frequently and 'Qualifications' were not 
identified at all. 
The sample from the 'Profession' did, however, identify 'Decision making' skills with 
similar frequency to that attributed to 'Industry' in the literature whereas representatiYes 
from the 'Company' had not identified these skills. 
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The high degree of similarity of mention for several of the skills listed could be taken to 
indicate that it is possible to identify skills that are considered necessary for different 
employment sectors. The employment sectors covered in the studies identified in the 
literature had included manufacture, construction, private services, retail and 
distribution, banking, financial services, voluntary services, public administration, retail 
trade, the business world and management. The sectors covered in the fieldwork 
covered service industry and professional practice. The remarkable difference in 
frequency of mention for 'Information Technology' between the 'Profession' and the other 
two sectors is indicative of the sort of influence that innovations can have on perceptions 
of skill requirements. These may, however, be pressures for skill requirements that have 
a temporary impact, for example in the 'training-up' of individuals. Interesting 
comparison would, no doubt, be possible in ten or so years time when all the highly 
'computer literate' youngsters of the present day have entered the employment market. 
The pre-eminence achieved by 'Personal attributes/Coping strategies' raised an 
interesting comparison with the study carried out by the University of Ulster and 
reported by Thompson (1993). This had specifically excluded such personality traits, 
attributes or characteristics from consideration because the researchers felt that these 
could not be influenced by Higher Education: 
" .......... the effort required to change deep seated aspects of personality 
developed since birth [was] impossible within the timescale afforded by 
a period of study for a degree" 
(Thompson 1993:84) 
This comment presumes that all personality traits, as they called them, are established by 
the age of 18 years or so and does not take into account the difficulty of separating these 
attributes or characteristics from the arena of skills, particularly those referred to as 
'Interpersonal' and 'Communication'. Both of these appeared at the forefront of the 
hierarchies indicated in Table V. 
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Traditionally qualifications were thought to be important requirements for gaining 
employment, the view held, for example, by the employers in Archer's (1993) study in 
Section 7.3.5. Contrary to this, it had been stated that: 
"Compared with most other industrialised countries, Britain accords 
much more importance to experience and personal qualities in regUlating 
entry to and progression through the labour market than it does to 
educational qualifications" 
(Brennan & McGeevor 1988:141) 
That this was still found to be the case was apparent from the survey carried out by 
Carew-Kingsley (1990) in which the respondents from major retail companies had 
placed qualifications low in rank position. Similarly, a survey carried out by Bristol 
Polytechnic reported in the Times Educational Supplement (1992) had also ascribed 
academic qualifications a position toward the bottom of the list of desirable attributes in 
young employees. The participants from the employment sectors, and literature review, 
in this study would appear to support these findings further. However, the question 
addressed in this study specifically requested participants to preclude knowledge or 
subject based skills and, as it is in this context that academic qualifications may reside, 
this may explain the low response achieved in relation to these 'skills'. 
7.13 Conclusion to Chapter 
The absence of a taxonomy of skills and arguments which suggested that a universal 
profile of skills would be neither feasible nor possible was an issue addressed in Section 
6.7. The abundance of terminology used to describe what was possibly the same entities 
has been referred to in Section 5.2. Smith et al (1989), however, had warned of 
assuming that the use of the same words necessarily meant commonality of meaning 
ascribed to the skill requirements. 
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Comparison of literature references to skills identified for employment with those 
derived by this study seemed to indicate, on the surface at least, that industry expected, 
in general, the same skills; this was apparent from the commonality of many descriptors 
used in the literature and by those participating from industry in the fieldwork for this 
study. Having ascertained the perspective of the employment sectors I addressed the 
discovery of viewpoints of the other major players in the field. To examine this, it 
would be necessary to investigate the skills required from the perspective of those from 
the educational field and studies to identify these follow in Chapter 8 and 9. 
Awareness had also been re-awakened of the need to identify whether the same 
underlying attributes were behind the 'language' or terminology used to describe the 
skills that were proffered as those required for employment. This would enable 
comparison to discover if education and industry, in the widest senses, were merely 
speaking in different dialects or if there were significant differences in the attributes of 
the skills that warranted the criticisms being levied at education. In 1973 de Winter 
Hebron (p. 26) had concluded that there was no deep conflict between education and 
industry. 
I was particularly interested in discovering how to make real communication possible so 
that the frustration experienced by industry and the demoralisation experienced by 
education could be addressed. An alternative solution was offered by Gallie & White 
(1993) who felt that there existed a discrepancy in the expectations not only of the 
employers but also from the perspective of the students. Their solution to the situation 
was that employers should look at what they do get and make the best use of it rather 
than demoralise staff and students by concentrating on what they don't get. The issue of 
whether the best use was made of graduate's skills will be examined in Section 8.9. 
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Prickett (1994) had argued that the world of international commerce alone did not 
influence the 'market place'; the demands of students were also believed to be at the 
centre of what was required. In view of this observation it seemed evident that the 
viewpoint of students should impact quite considerably upon the actions of education. 
Examination of the skill requirement issue was continued, therefore, from the 
perspective of students' expectations and this will be the topic of the next Chapter. 
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TABLE VI CATEGORY HEADINGS AND SKILL DESCRIPTIONS - INDliSTRY FIELDWORK 
Personal Coping Skills 
Interpersonal Skills 
Seeking & Handling Info 
Numeracy & Literacy 
Planning & Organisation 
Communication 
Presentation 
Team work 
Information technology 
Work orientation 
Thinking skills 
Reasoning & Arguing 
Analysis & Evaluation 
Problem solving 
Decision making 
Qualification 
confident, resilient under pressure tenacious flexible , , , 
hardworking, responsive, diligent, energetic, proactive 
commitment, helpful manner, interested in work, uses initiative 
responds to customers needs, fair, friendly, sensitive to others 
feelings/reactions, can motivate people, personable, perceptive 
asks for guidance and help; can produce information; 
interested in getting to the bottom of things; self starter 
numerate; ability to express oneself in writing; produces 
understandable, concise reports; to the point, pithy 
organised; plan work; time management; completes tasks; 
a do-er, completes tasks, reaches conclusions; always meets 
deadlines; good manager; good planning and timescale. 
speaking competently; debating abilities; communicates 
well verbally and in writing; exhibits confidence when 
explaining; communicates up and down effectively. 
presentable; demonstrates professionalism; good 
presentation skills; dress smartly; professional, competent, 
capable; presents well to groups; presentation of themselves 
diplomatic; team spirit; helpful; ability to work with 
others; leadership skills; open to other people's ideas 
pc aware; good with computers; high IT skills; pc literate; 
IT literate; appreciates what computers could achieve 
understands the business; good consultant; business 
focus; knowledge of organisations; experienced 
quick to understand; enquiring mind; intelligent; 
willing to learn, stretch oneself; nimble minded 
argue their point to seniors; able to defend their 
analysis; handles ambiguity; rational, measured; 
objective; focuses on relevant; able to question results 
prioritise tasks on merit; critically appraises things; not 
parochial, takes wider view; challenges current practice 
ability to see wood for trees; imaginative approach to 
problems; sees quick cuts; fmds and solves problems 
decision making; can make independent positive decisions 
qualified; technically qualified; good academic qualifications; 
degree level education; appropriate training 
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CHAPTER8A 
STUDENTS PERSPECTIVE OF SKILLS REQUIREMENTS FROM THE LITERATURE 
The general overview of attributes required for employment was discussed in Chapter 6. 
In the conclusion to that Chapter, Section 6.12, reference was made to the multi-
perspective nature of the interest that employment requirements generated, The literature 
search to examine the issue from the perspective of employers was discussed in Chapter 7 
with specific reference to investigations of employers' expectations of graduate recruits. 
This was followed by an investigation of the literature for the presence of viewpoints from 
other perspectives with a view to ascertaining commonalities and differences in 
expectations of work related abilities. The investigation in relation to students' 
perspectives is reported in this Chapter. 
8.1 Introduction 
The need to gain a broad consensus of the skills required for employment had been 
recognised in a report evaluating the Enterprise in Higher Education programme initiated 
at the University of Ulster in 1990 (Tate & Thompson 1994). They considered that, in 
addition to employers, student graduates in particular could provide the best answers about 
enterprise skills. Similarly, attention had been drawn to the need to investigate students' 
perspective in the conclusion to the previous Chapter, Section 7.13, when reference was 
made to observations from Gallie & White (1993) and Prickett (1994). The importance of 
trying to identify what students' perceived to be the requirements of employers was very 
relevant in the early 1980s, and again during the 1990s, in view of the reduced demand for 
labour by employers and the increased number of graduates entering the labour market. 
This had changed the balance of the labour market to one where graduates were said to be 
'fighting to get jobs' (Roizen & Jepson 1985:157); in other words, a situation where the 
capabilities demonstrated by those leaving education would be of paramount concern to all 
parties. 
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Pollitt (1990) had raised the possibility that there might be some overlapping interests 
between education's indirect consumers (employers) and direct consumers (students). 
Having examined the viewpoints expressed in the literature from the indirect consumers in 
Chapter 7a the first part of this Chapter, again from the literature, examines the attributes 
or qualities considered by students' to be required for employment. Once the two 
perspectives have been ascertained examination of Pollitt's assumption can be achieved by 
determining the similarities and differences between the two viewpoints. This will be 
discussed in Chapter 9B in combination with the perspectives of the third party in the 
education-employment triangle, the teachers (Sections 9.22.l and 9.22.2). 
As before, examination was carried out in terms of what the literature indicated and by 
personal research within the Higher Education sector. Constraints in the study arose from 
sensitivity of access to students in Further Education. The pressures particularly 
prevalent during the period of this study were presented in Appendix 2. The reticence to 
participate in an investigation into students' perceptions had been, to a large extent, 
generated by the emphasis on performance related funding, job insecurity for teachers, and 
staff concern about the diversion of student time and attention away from studies that were 
continuously assessed (in particular NVQs and GNVQs). The investigative component, 
therefore, was confined to students in Higher Education. In order to respond to similar 
concerns about student time within that sector a questionnaire was designed to cause as 
little inconvenience to participants as possible. The questions were structured so that the 
students' themselves identified the sort of attributes or skills that they thought would be 
required for employment and, therefore, were sought by employers. 
8.2 Contextual Issues 
Attention had been drawn to the interdependency of learners, education and the world of 
work by Roizen & Jepson's (1985) when they asserted that: 
8.2 
• 
• 
• 
graduates would no longer be able to ignore industry, 
employers were reliant on highly qualified graduates, 
education would have to consider the problems of industry. 
This latter point had been substantiated by Williams' (1992) report that since the early 
1980s there had been a rapid increase in the income that universities in the United 
Kingdom received from industry. Although this might be a small proportion of their 
total income, as Williams claimed, education was still reliant for funding on the market 
economy philosophy generated by the government of the time as discussed in Section 
2.1. 
Descriptions of students' expectations of Higher Education suggested that, although they 
wanted their experience to be relevant to their future careers, they still held wider 
expectations of education. Both outlooks were apparent from observations of changes in 
demand for Higher Education whereby 
and 
" .......... courses with an applied or vocational element indicate an increased 
appetite by young people for courses that are perceived as having closer links 
with the world of work" 
(Gordon, A. 1983:45) 
" .......... the greatest importance overall was attached to 'the generation of new 
knowledge' followed by 'the personal growth and development of the individual' " 
(Brennan & McGeevor 1988:120) 
The former statement was supported by the estimation that more than twice as many 
students followed an 'employment based' course in 1990 than had done so in the 1960s 
(Williams 1992). It was not made clear whether students were seeking courses 
appropriate for their future work life for reasons of personal interest or because of the 
emphasis in the popular press on the need for skills, the diminished financial support and 
concomitant debt students faced, and the unemployment situation. Post graduate 
employment statistics had become, however, a feature of the league table indicators and 
employment, it was claimed, was becoming more salient: 
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" '" 
.......... an mcreasmgly unportant measure, closely scrutinised by 
students anxious that the expense of a degree course should be offset bv 
..; 
enhanced job prospects on graduation" 
(The Times, 1994) 
Observation of graduates experiencing difficulties in making use of their skills and abilities 
when entering the labour market, had led Brennan & McGeevor (1988) to offer advice for 
curricula development and to suggest that more should be done 'in relation to the long term 
needs of students' . They saw employment as only one important aspect of these needs and 
identified general education and transferable skills as other important components that 
required redress. [This reflected the issues raised in Chapter 3 concerning the function of 
education.] A later study, similar in design to that of Brennan & McGeevor's (1988), had 
also reported expectations of the dual function of education from a different cohort of 
students (Brennan, Lyon, McGeevor and Murray 1993). Like the views presented in 
Section 3.6, all this indicated that, although the acquisition of knowledge and subject 
specialism continued to be an important factor in education, it was not the only expected or 
required outcome of the years spent in the education system. 
In their report of one of the projects carried out under the title of Higher Education and the 
Labour Market (HELM), Brennan & McGeevor (1988) had indicated that any serious 
endeavour by the government and Higher Education to improve education's contribution to 
society must involve listening to the views of graduates as well as regularly investigating 
students' experiences in relation to the objectives of the course on which they were 
registered. The investigation of student experiences lay within the realms of evaluation, a 
process which had become increasingly more prominent in educational circles with the 
demand for quality. Attention is directed to the viewpoint of students in the following 
Section. 
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8.3 Investigation of Graduates' Perceptions - Literature Search B 
It had been stated (Industry in Education 1996) that compulsory education should have 
provided a foundation in many of the qualities that employers were saying young people 
lacked after completing their post compulsory education. I considered it, therefore, 
reasonable to include the evidence of pupil's perceptions, as presented in the 'Towards 
employability' report (Industry in Education 1996), in this chapter particularly in view of 
the comparatively limited reference in the literature to students views mentioned in Section 
6.1. 
The HELM projects were the major pieces of work identified in the literature that sought 
the views of students. As a consequence these studies recur in the discussions in the 
following sections. Unfortunately, the Brennan & McGeevor (1988) study, although 
carried out with a large sample, used only one cohort of graduates who, in addition, did not 
derive from all degree courses. Furthermore, the design of the projects was one which 
required graduates to respond to, or select from, a provided list of abilities, a closed 
question format, rather than adopting open ended questionnaire items which would elicit 
graduates' personal perceptions of necessary skills. The viewpoints expressed by the 
students were, therefore, derived from how they ranked the lists of abilities produced by the 
researchers, an 'indirect' method. Details as to how these lists were arrived at by the 
HELM researchers was not always apparent in the literature reports and where origination 
was reported it tended to be from searches of the literature. 
The question of skills required for employment was examined indirectly quite extensively 
by several Schools within the University of North London. Operating under the rubric of 
the Enterprise in Higher Education Initiative the enterprise teams within the departments 
carried out individual research, reported in Assiter (1995). The majority of the studies 
aimed to investigate ways of providing opportunities for students not only to become aware 
of the skills they were developing during their Higher Education but also of recording and 
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providing evidence of the skills. It was interesting to note that perceptions of students' 
lack of awareness of the personal attributes developed by their courses had been the 
impetus for a study carried out at the Sheffield City Polytechnic between 1987 and 1990 
(Drew, Nankivell & Shoolbred 1992). It was envisaged that this 'awareness' would be 
invaluable for the students in their career, their personal development and their social 
involvement. Encompassed within the aims of the University of North London's studies 
was the desire to establish course components which would comply with the guidelines of 
the EHE initiative, having won funding as described in Section 6.3, and satisfy the 
expectations of employers' of the institution's graduates. The studies revolving around 
Enterprise in Higher Education have also been included in this Chapter where appropriate 
but, as the majority are primarily concerned with teaching and assessing methods, they 
appear in greater detail in Chapter 10. 
The results of all these types of study, for the purpose of this research, have been taken as 
evidence for the implicit recognition of the requirement of skills by students and that is how 
they are presented in the following sections. It was felt prudent to include such research, 
together with some from 1979, in view of the comparatively severe limitation of reports in 
the literature of students' perspectives of skills needed for work. That this shortage was 
real and not the consequence of failing to identify appropriate literature was apparent from 
similar observations that: 
"The literature is also remarkably bereft of items which relate the 
students' perspective." 
(Drew, Nankivell & Shoolbred 1992:28) 
This was surprising in view of pronouncements of the importance of including the voice of 
students, and the predominant emphasis in educational theory (for example by Brookfield, 
1986; Knowles, 1990; Denicolo, Entwistle & Hounsell, 1992) for the active participation 
of students throughout their learning experience. As the studies reported in Assiter (1995) 
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examined students studying course or subject specialisms similar to those that were 
investigated in this research, it was felt legitimate to include these studies so that a 
comparison of viewpoints would be feasible. The studies which have been included 
identified those skills the students' felt had been developed during their Higher Education, 
and, indeed, those which they felt had not been developed but which they had found 
necessary during employment. The format adopted in the following Sections presents 
students' views on the questions asked by the different studies. These are used as indirect 
evidence of student perceptions of skill requirements derived from the literature and will be 
compared with information derived from fieldwork in this study. 
8.4 Students' Perceptions of Employers' Requirements 
Prior to the withdrawal of the binary divide in Higher Education, a study by Bacon, 
Gruneberg & Benton (1979) had compared university and polytechnic students' attitudes to 
the vocational implications of their Higher Education. The research team's notion that 
polytechnics were more closely oriented toward meeting the needs of society's demand for 
skilled people was supported by their discovery that both groups of students believed that 
polytechnics were, indeed, more vocationally orientated than universities. This had not, 
however, been the reason why the study's sample of polytechnic students had chosen to go 
to a polytechnic; rather it had been a matter of the 'second best means' by which they could 
obtain a university education. It seemed, therefore, not unreasonable to surmise that the 
groups of students would be of equal education-employment orientation as each other. 
The study carried out by Bacon, Gruneberg & Benton (1979) examined faculties of arts, 
social sciences, science, engineering and business studies within two universities and four 
polytechnics. The views of over five hundred students, completing their degree course in 
1975-76, were sought. Several separate, but related, issues were examined, namely, 
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• what the students thought employers wanted 
• what the students thought they had to offer employers 
• to what extent their institutions had enhanced certain qualities 
Each of these issues will be dealt with separately in the following Sections. 
Bacon et al (1979) examined the issues by giving students a list of 14 qualities which the 
research team had selected from those most frequently mentioned by recruitment officers in 
a survey of pamphlets and books. These materials discussed recruitment criteria and had 
been written by the recruitment officers. The students were asked to indicate the qualities 
they thought potential employers would consider to be most important. Their responses 
indicated that the two most important qualities regarded by both university and polytechnic 
students were (in rank order of most important first): 
the ability to take responsibility; 
the ability to get on with people. 
Students from both sectors thought 
conscientiousness; powers of leadership 
were important although university students rated these third and fourth in order of 
importance respectively, whilst polytechnic students ranked them in the reverse order; 
powers of logical thought was ranked fifth by both sets of students, and 
drive; ability to learn; stability of personality 
were ranked sixth, seventh and eighth but not in exactly the same order by both groups. In 
ninth and tenth positions respectively both sets of students placed 
clarity of expression; vocational training. 
Differences in the rank order appeared for 
creative ability; outgoing personality; breadth of general knowledge 
with university students ranking them eleventh, twelfth and thirteenth respectively while 
polytechnic students ranked them thirteenth, eleventh and twelfth. 
Both groups placed in fourteenth position: - wide range of interests 
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The investigation did not report any real differences between university and polytechnic 
students' perceptions about the relative importance attributed to the different skills by 
employers. 
A survey for the Confederation of British Industry (McNeil 1991) revealed that the 
majority of young people approached, specific age group had not been mentioned, thought 
that employers wanted personal skills, teamwork skills and communication skills. 
General review of the literature for skills identified by students indicated that the most 
commonly mentioned or highly prioritised skill in relation to performance at work was that 
of 
communication; this was followed by 
teamwork; planning; organisation; 
the latter related to either self or other people (Brown & Peelo 1982; Smith et al 1989: 
Gallie & White 1993). 
critical thinking; 
learning quickly; 
Other skills mentioned were 
prioritising; 
interpersonal skills. 
The latter was reported to have been identified as more important by women than by men 
(Gallie & White 1993). Also considered to be of consequence were 
the ability to work hard; to know the way around an organisation 
In addition to skills, the literature identified personal attributes significant for work roles, 
such as 
commitment; creativity; the ability to work autonomously. 
From the compulsory education sector it was reported by the research team for Industry in 
Education (1996) that the pupils approached believed that employers' thought 
qualifications were more important than personal qualities. The graduate participants of 
Thompson's study (1993), described in Section 7.3.2, had expressed a similar yiew when 
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they considered that they had been employed because of their 'degree skills' rather than for 
reasons of any overall capability or potential. The matter of importance placed on 
academic qualifications will be returned to in Section 12 14. 
Studies which investigated skills student thought were important from the basis of having 
been employed are discussed in the next Section. 
8.S Students' Own Perceptions of Important Skills 
Dorsman's graduates (1984) saw the most important aspect in the performance of their 
jobs as 
effective communication skills; 
followed by 
problem solving ability; 
self motivation; 
commitment and enthusiasm 
Whereas least important were 
leadership; 
originality; 
supervising skills; 
curiosity. 
Slight discrepancies appeared according to whether the student had attended Higher 
Education on a full time or a sandwich basis. Differences in the responses from graduates 
who were in their initial post degree job compared with those who had moved on beyond 
this were also present. However, any differences in responses arising from these factors 
were not felt to be significant by Dorsman. 
In one of the studies mentioned in Section 7.3.2, and also described in more detail in the 
next section, graduates employed in a variety of sectors had been asked to assess the 
relative importance of skills for employment in their fields. Smith, W olstencroft & 
Southern (1989), remarking on the high degree of importance attached to most of the skills, 
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described how the graduates in their study had attributed particularly high importance, in 
order of most important first, to: 
organising self~ 
ability to learn quickly~ 
oral communication~ 
prioritising issues. 
Another study which examined students' views in addition to those of employers was that 
of Thompson (1993). In this case students were asked to rank a provided list of skills 
according to the order of importance they perceived the skills to have for achieving 
successful selection for employment. The skills that the graduates rated as 'very 
important' and 'important' were~ 
communication; 
teamwork; 
achievement drive; 
self awareness; 
managing conflict 
decision making; 
coping with stress; 
flexibility; 
company knowledge; 
proactivity. 
The skills of numeracy and computer literacy were viewed by the graduates as being less 
important. 
In addition to employers' perceptions, discussed in Section 7.3.2, a further survey of over 
200 students' own perceptions of the importance of skills had been carried out by Tate & 
Thompson (1994). Using the same list of 16 'enterprise skills' as had been provided for 
employers, derived from the literature review by Thompson in 1993, graduates were asked 
to grade the skills in order of importance of those considered necessary for employment in 
their own fields. With order of importance indicated, the responses were as follows: 
communication 1 proactivity 9 
coping with personal stress 2 company knowledge 10= 
decision making 3 dealing with conflict 10= 
teamwork and followership 4 creating opportunities 12= 
problem analysis/solving 5 negotiation and persuasion 12= 
flexibility 6 computer literacy 14 
self-awareness 7 numeracy 15 
achievement drive 8 risk taking 16 
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The literature also contained reports of research projects which had asked specific 
questions about students perceptions of work requirements and these are discussed in the 
following Section. 
8.6 Perceived Benefits of Education 
The study carried out by Bacon, Gruneberg & Benton (1979), described in Section 8.4, 
had included an open ended question asking the university and polytechnic students to 
name the benefits they felt would accrue to an organisation from employing graduates. 
The responses indicated that university students emphasised 
proven intellectual ability; 
new ideas, original thought; 
future management; 
ability to work independently; adaptability. 
The responses from polytechnic students emphasised 
knowledge of the practicalities of industry. 
On face value, this might be considered to indicate a difference in perspective deriving 
from experiences originating in either university or polytechnic. This will be examined in 
more detail in the comparison and discussion sections in Part B of this chapter. 
Similarly, the study by Dorsman (1984) had asked graduates to rank eight benefits of 
education and training from a provided list. Students identified 
proven intellectual ability; 
developed interpersonal skill 
enhanced promotion prospects; 
as the most important benefits, with only slight variations for different specialisms. 
Further evidence of students' perceptions of skill requirements can be inferred from the 
responses of Brennan & McGeevor's (1988) 1982 cohort of graduates when asked to 
compare themselves with non graduates. Their replies indicated that they thought they 
possessed most qualities to a greater extent than those who did not hold a degree but that 
they had only a small advantage in: 
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critical ability; 
capacity for logical thought; 
self awareness. 
articulateness; 
open mindedness; 
Graduates felt, however, that their advantage over non graduates was markedly less where 
contentment and practicality were concerned. Thus, in an indirect way, the responses 
identified students' perceptions of skills necessary for a working life in their particular field 
and could be said to indicate the need for development of functional pragmatism and the 
ability to recognise their own strengths and weaknesses. 
8.6.1 Benefits of Specific Subject/Degree Specialisms 
In another study the degree of improvement students felt they had made during their course 
was examined (Boys, Brennan, Henkel, Kirkland, Kogan and Youll 1988). This piece of 
research addressed the issue of skill improvement during participation in English, history, 
economics, business studies, engineering and physics courses. Again a list of skills or 
abilities was provided by the researchers and the students merely rated each according to 
perceived improvement. In brief, students indicated that all courses had marginally 
improved original thinking; that most courses, with the exception of physics which gave 
no benefit, had marginally improved their 
ability to work independently; 
understanding of main concepts; 
absorption of information; 
to be able to work under pressure. 
objectivity; 
understanding of other subjects; 
ability to learn quickly; 
English and history were best at developing critical thinking, while appreciation of social 
and ethical issues was slightly developed in all except engineering and physics courses. 
The participants, from all courses, felt there was marginal improvement in their skills of 
leadership and working with others as well as in their self confidence. Business studies, 
English and history were most effective for improving communication skills (both written 
and oral). History, which was not as good as business and English at encouraging 
students to work hard, was identified as developing drive and ambition as were business 
and economics courses. Participants reported no change in their reliability irrespective of 
the course attended. It is not easy to draw conclusions from this study, hO\\"ever, as the 
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rating tenns, such as 'marginal improvement', are difficult to quantify. For example, 
would 'marginal improvement' of an undefined level of performance be sufficient for 
working life? Teachers and course designers might, however, benefit from an analysis of 
those courses that achieved a rating that demonstrated improvement; this would encourage 
the diffusion of best practice. 
In 1988, Brennan & McGeevor had expressed the view that the consequence of completing 
an undergraduate degree would be a qualification which would 
• enable the graduate to enter a particular occupation 
• signify hislher possession of particular knowledge and skills 
Different degree specialisms, they felt, offered differences in terms of general knowledge, 
specialist knowledge and skills components and varied in the comparative proportionality 
of each. As indicated in Section 6.2 as far as the research reported in this thesis is 
concerned, knowledge, albeit an accepted component of education and employment, forms 
no part of this investigation; throughout this research attention has been concentrated on 
the skills components of the literature studies. Brennan & McGeevor (1988) examined the 
extent to which students thought the courses they attended had improved particular listed 
abilities and whether the courses had provided sufficient opportunity for the development 
of the particular skills. The study was replicated at a later stage, so that a longitudinal 
examination was possible and this was reported by Brennan, Lyon, McGeevor & Murray 
(1993). In both studies the skills that had been listed by the researchers and provided for 
participant consideration were: 
critical thinking; 
organising own work; 
written communication; 
understanding of other people; 
co-operation with other people; 
use of numbers; 
leadership. 
independence; 
application of knowledge and skills; 
self confidence; 
logical thinking; 
sense of responsibility; 
political consciousness; 
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The replicate study (Brennan et al 1993) asked the same questions of a 1985 cohort of 
graduates as the original study (Brennan & McGeevor 1988) had asked of students in 1982 
and reported findings that supported the earlier study. Thus, using comparative analysis it 
became possible to identify which courses were seen to develop specific skills. From this 
analysis the researchers were able to ascertain where best practice had occurred, with 
regard to skills development, and to identify any particular skills that required further 
development. 
Taken overall and considerably summarised here, the studies, of over 30 subject areas 
covering science and arts (both pure and applied), indicated that most of the courses 
reviewed scored highly for developing the skills related to 
critical thinking; independence; organising work. 
Certain skills or attributes, for example communication skills and confidence, were seen to 
be best developed by the 'arts' courses, whereas the 'sciences' were seen to encourage skills 
in logical thinking and numeracy. Skills that were not seen to benefit from the Higher 
Education experiences of the participant graduates were those of 
co-operation with other people; 
leadership. 
sense of responsibility; 
The exception to this statement was nursing courses which seemed to encompass all three 
attributes. 
Although these studies cannot be taken as evidence in support of all skills that would be 
identified by students, because it was the researchers who provided the list of skills, it was 
argued by the researchers that the deficiencies identified indicated areas that should be 
addressed in order that students be adequately equipped for 'life after graduation'. The 
similarity in results between the 1982 and 1985 cohorts of students was felt by Brennan et 
al (1993) to indicate consensus of the perceived benefits of Higher Education since 
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improvement of many of the same employment related abilities had been seen to occur 
across most of the courses examined. 
8.6.2 Opportunities in Higher Education for Developing Skills 
The comparative study described in Section 8.4 (Bacon, Gruneberg & Benton 1979) had 
also asked the students to rate each of the 14 listed qualities according to the extent to 
which they felt it had been enhanced by learning experiences within their particular 
institution. A 5 point rating scale was used, which ranged from 'not at all enhanced' to 
'enormously enhanced', for students to indicate the degree to which they had experienced 
'value added'. 
The list below indicates the qualities and rank orders generated by both groups of students; 
the skills up to rank 4 for university and 5 for polytechnic were considered to have been 
'enhanced', those below these ranks were said to have been only 'slightly enhanced' by the 
relevant educational experiences of the graduates. 
Quality description Rank Order Position 
University Polytechnic 
ability to get on with people 1 1 
powers of logical thought 2 3 
outgoing personality 3 4 
breadth of general knowledge 3 2 
clarity of expression 3 5 
wide range of interests 3 6 
ability to learn 4 5 
ability to take responsibility 5 7 
stability of personality 6 7 
conscientiousness 7 8 
powers of leadership 8 10 
drive 8 8 
vocational training 8 4 
creative ability 8 9 
This indicates a considerable degree of similarity in the skills perceived as having been 
enhanced by experience in education whether this was at a university or a polytechnic. 
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The exception was 'vocational training' which was seen to have been enhanced by 
experience in the polytechnic arena but not so in the university. 
Graduates' perceptions of the extent to which their university course had developed or 
equipped them with personal skills was a further aspect that had received consideration by 
Thompson (1993). Responses indicated that the skills which were viewed as having been 
developed to a reasonably 'satisfactory' level were; 
leadership; 
numeracy; 
negotiation; 
computer literacy. 
Those that were considered to have been developed to a lesser extent were 
flexibility; 
opportunity creation; 
self awareness; 
proactivity . 
Thompson (1993) felt that such an analysis of skills development would provide focused 
assessment of the strengths and weaknesses of university education for employment. This 
Section has looked at the strengths, weaknesses are discussed in the next Section. 
8.6.3 Student Dissatisfaction with Opportunities for Skill Development 
One way of examining the apparent satisfaction, or otherwise, of students with their 
experiences in education was to investigate whether they felt any changes should be 
introduced in the courses they had attended. In response to enquiries about course 
improvements Dorsman's (1984) graduates had thought necessary, the most popular 
aspects identified were 
the addition of more practical skills training and 
inclusion of additional allied subjects. 
A third of the graduates also indicated a requirement for more interpersonal skills training. 
A more direct approach came from Brennan & McGeevor (1988) who, after two years of 
employment, asked graduates to indicate their degree of satisfaction with the opportunities 
provided in their Higher Education experience to acquire the general transferable skills that 
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they had found they needed for their employment. There was general dissatisfaction 
across a range of subject fields. In particular engineering, business and management 
graduates expressed their disappointment with opportunities to develop communication 
skills. The criticism was most strongly directed at the development of oral communication 
but written skills were not immune to censure. Brennan et al (1993), in the replicate 
study, identified similar dissatisfaction but found that this extended to other courses, such 
as accountancy, computing, science and economics. Graduates in humanities and 
languages expressed the view that there had been insufficient opportunities provided for the 
development of numeracy skills. 
Similarly, graduates had been asked by Thompson (1993) to indicate the extent to which, 
on a rating from 'not at all' to 'very well', their university courses had developed or 
equipped them with the various personal skills. Although no responses fell within the 'not 
at all' category complacency was not indicated since there were no responses within the 
'very well' category either. There was general dissatisfaction particularly with the 
development of: 
communication; 
coping with personal stress; 
company knowledge. 
teamwork; 
problem analysis; 
decision making; 
achievement drive; 
It is implicit in these criticisms that the employed graduates recognised the importance of 
all these skills for satisfactory working and their career progression. 
8.7 Qualities Valued by Employment Sectors 
Other studies identified students' perceptions of skills required by different employment 
sectors. Hillman (1992) had investigated the skills retail trainees thought their companies 
were looking for, namely 
ability to motivate; 
self discipline; 
clear thinking; 
leadership; 
confidence; 
problem solving; 
management of people; 
organisation; 
communication skills. 
8.18 
Referral to the work experience component of a course had also been used to investigate 
students' perceptions of the skills perceived as being valuable in a particular employment 
sector. Bailey (1995) asked second year undergraduates on a Food & Consumer Studies 
course at the University of North London to discuss in focus groups the skills they felt 
should be developed during their work placements. Each group summarised the skill areas 
they thought most valuable and these were then prioritised as follows; 
communication 
intellectual 
technical skills 
interpersonal 
numerical 
including research, problem solving, organisation & planning; 
creative, aesthetic, work related; 
integration with others, team work, time management, 
responsibility, discipline, self-confidence, appreciation of 
other cultures, problem solving; 
report production, results presentation. 
Whether different employment sectors emphasised the same skills was also an aspect 
studied from the observations of students by Smith et al (1989), as mentioned in Section 
7.3.2. The participants of this study were graduates employed in the manufacturing, 
commerce, legal and public sectors and they were asked to indicate the degree of 
importance of skills for the provided list given below. 
Employment skill Employment sector 
Manufacture Public Legal Commerce 
ability to learn quickly 
specifying personal objectives 
critical thinking 
prioritising issues 
show creativity & imagination in thinking 
evaluating alternatives 
putting ideas into practice 
organising own work 
understanding numerical information 
communicating ideas orally 
communicating ideas in writing 
listening to others' views 
selecting appropriate comm. channel 
working in a team 
ability to lead 
ability to negotiate 
resolving conflicting views 
allocating group tasks 
co operating with others 
motivating others 
2 
10 
4 
4 
8 
3 
5 
1 
7 
3 
9 
7 
6 
9 
11 
6 
11 
13 
1 
12 
2 
15 
8 
4 
13 
9 
11 
1 
12 
1 
2 
7 
5 
8 
10 
3 
6 
14 
2 
13 
7 2 
16 17 
5 10 
1 5 
18 16 
9 13 
12 12 
4 1 
17 7 
2 4 
6 9 
8 8 
11 11 
15 6 
17 18 
3 14 
10 15 
19 19 
13 3 
14 17 
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Smith and his co-workers used the percentage of responses in the categories of 'very 
important' or 'quite important' to identify the relative importance of each of the transferable 
employment skills for the different employment sectors. The responses given by the 
different employment sectors are those indicated on the preceding list. 
By this means it was possible to identify skills which were ranked very closely by 
graduates from all four employment sectors; for example (with positions for the different 
sectors indicated in brackets), 
oral communication (3, 1,2,4); listening to others' views (7,7,8,8). 
It was possible to identify trends that would suggest some overlap in graduates' perceptions 
of requirements for different employment sectors. For example, in some instances skills 
were ranked with the same or very similar importance by graduates from three of the 
employment sectors but differently by the fourth; the degree of difference varied for the 
various examples given as indicated on the above table of responses. Examples of these 
skills were, 
organising own work (1,1,4,1); ability to learn quickly (2,2,7,2); 
specifying personal objectives (10,15,16,17); ability to motivate others(12,13,14,17). 
In other cases, the degree of importance was the same for graduates from two out of the 
four employment sectors with a third nearly identically prioritised, as, for example, 
the ability to prioritise (4,4,1,5). 
With some of the skills, the rank order seemed to break into two distinct areas with 
individual ranks being close. F or example 
critical thinking (4,8,5,10); 
ability to lead (11,10,17,18); 
selecting appropriate channel of communication (6,5,11,11); 
allocating group tasks (13,14,19,19). 
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F or other skills, graduates from two out of the four employment sectors ranked them the 
same or very similarly, the other two sectors ranked them differently altogether. For 
example, 
evaluating alternatives (3,9,9,13); ability to negotiate (6,3,3,14). 
It was only for 'show creativity and imagination in thinking' that there seemed to be no 
consistency in rank in any of the ways described above. This suggested the possible 
unique nature of this attribute. Smith et al (1989) warned, however, of the difficulty of 
drawing comparisons between employment sectors because of the imprecise nature of 
defining and categorising jobs and the variations in degree of overlap when the same job 
appeared in different employment sectors. 
In another study the Business School at the University of North London, as part of its 
Enterprise in Higher Education Initiative project, asked final year students to identify the 
important competences they had developed during their year out in work placement (Allan, 
Blount, Dodd, Johnstone, Joyce, Walcott & Winstanley 1995). These competences, which 
could be said to indicate the skills identified as important for employment by the students, 
were: 
interpersonal skills for dealing with the world at large, with all levels of 
people and for talking to a variety of people 
interpersonal communicative adaptability; 
the ability to interact in the workplace; 
negotiating communication skills; 
applying academic theory; 
gaining insight into/exposure to a business environment; 
information technology; 
confidence/interaction with colleagues; 
responsibility; 
technical skills. 
Allan et al (1995) affirmed the comparative importance of interpersonal skills and 
communication skills by indicating that, unlike the other skills listed above, these were the 
two that were most frequently 're-echoed'. 
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8.8 Skills Relevant to Different Employment Sectors 
The literature that provided the most direct evidence of students' perspectives on skill 
requirements was that part of Dorsman's study (1984) which asked graduates of different 
occupations to identify the important skills needed for their jobs. For management 
positions these were 
communication; 
problem solving; 
whilst 
commitment; 
interpersonal; 
teamwork 
enthusiasm 
were also considered important attributes. F or graduates who had progressed beyond 
initial employment positions and had moved on to consecutive jobs two additional skills 
were added to the list, these were 
self motivation; effectiveness in meeting deadlines. 
Graduates in business occupations listed as important 
communication; 
adaptability to change; 
Also identified as essential were: 
self motivation; 
problem solving; 
effectiveness in meeting deadlines. 
commitment; 
in addition to which those who had progressed beyond their first job added: 
work management skills. 
The third group of graduates in the study were employed in the engineering profession and 
they identified 
problem solving; 
self motivation; 
communication; 
commitment; 
ability to meet deadlines; 
to which, for those no longer in their initial post graduate job, were added 
leadership; supervisory skills; maturity. 
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From this study (Dorsman 1984) it was possible to drawn the conclusions that skills 
relating to communication, problem solving and meeting deadlines were common to all 
three work spheres, as were the attributes of commitment and self motivation. 
Management occupations were seen to require teamwork whereas engineering required 
leadership and supervisory skills; these could, however, be interpreted to encompass very 
similar skill characteristics. 
8.9 Graduates' Perceptions of Opportunities to use Skills 
Brennan & McGeevor (1988) had found that many graduates felt they had 'usable skills' 
which were not made best use of by employers. They suggested this might be due to some 
areas of employment offering fewer opportunities for utilisation of the skills than others; 
this, they considered, particularly occurred where the employers had not previously 
recruited graduates. Brennan & McGeevor (1988) reported that three years after 
graduation 25% of graduate engineers, 30% of science graduates, 37% of social science 
graduates and 38% of arts graduates believed they were overqualified for the work they 
were doing. 
It is acknowledged that perceptions of being overqualified are subjective and have as much 
to do with an individual's self-image as they do with actual mismatch between capability 
and work demands. This accepted, and notwithstanding acknowledgement by the 
graduates that these feelings diminished over time, Brennan & McGeevor expressed the 
view that perceptions of 'overqualification' should not be dismissed as they felt that to work 
satisfactorily involved commitment, job satisfaction and self image just as much as it 
required practical skills. Indeed, it had been suggested that graduates change jobs 
frequently in early employment because they felt underutilised (Smith et al 1989). 
In the interest of ensuring that the skills developed during a graduates' educational 
experience were those that they would be encouraged or required to demonstrate, 
8.23 
Thompson (1993) had also looked at the issue of opportunity to use skills. Using a four 
point scale, from 'always' to 'never', graduates were asked to score the provided list of 
skills, indicated in Section 8.5 for Tate & Thompson (1994). The graduates' responses 
indicated that they were 'always' provided with opportunity to use communication skills. 
The other skills that were the subject of continual opportunity for use.were teamwork and 
flexibility. With the exception of risk taking, all the other skills on the list were used 
'sometimes'; some being used more often than others, for example numeracy and coping 
with stress were used more frequently than computer literacy and managing conflict. Risk 
taking appeared to be used rarely. These responses, Thompson (1993) felt, indicated a 
clear demand for the skills examined by him. Tate & Thompson (1994) had found that 
graduates generally felt that opportunities to use skills were sufficient. 
8.10 Summary of Student Perceptions from Literature Review 
An overview of the skills and attributes identified by the literature is presented in Table VII 
at the end of this chapter. The skills identified from Literature Search B discussed in this 
Chapter have been arranged in this Table under column blocks and the following indicates 
what each heading refers to. 
Expectations of Requirements encompasses studies in which graduates identified the 
skills they thought employers required~ 
Important skills 
Ed. Benefit/Developed 
Satisfaction 
Dissatisfaction 
encompasses the studies in which graduates identified those 
skills that they personally thought to be important or those 
skills which they had found to be important from experiences 
of working either during their course or after graduating; 
encompasses studies in which graduates identified the differences 
they perceived between graduates and non-graduates or those 
skills which they felt had been developed during their educational 
expenences~ 
indicates the skills graduates identified as having been 
developed to a satisfactory level during their education~ 
encompasses those studies in which graduates identified 
those skills which they felt needed to have been developed, or 
developed more, by education experiences. 
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In summary, the 'student oriented' component of Literature Search B indicated that the 
skills most commonly attributed by students as necessary for successful functioning in 
employment were: 
• 
• 
• 
• 
• 
• 
• 
• 
communication skills (written and oral) 
teamwork 
organisation of self 
interpersonal skills 
problem solving or analysis 
leadership 
ability to learn quickly 
organisation of others 
The skills next most frequently identified were 
• taking, or a sense of, responsibility 
• planning 
• prioritising or prioritising issues 
• negotiation and persuasion 
• critical thinking 
• ability to work hard 
• knowing way round an organisation 
• dealing with, managing or resolving conflict 
• numeracy 
Similarly, desirable personal attributes mentioned were 
• creative ability 
• commitment 
• motivation 
• flexibility 
• confidence 
• enthusiasm 
Communication skills were most frequently identified as a required skill, often as the most 
important required skill. There was, however, some indication that there had not been 
sufficient development of communication in education and that it deserved even more 
attention than it had received; a situation which similarly seemed apparent for numeracy. 
The requirement for additional attention to be directed to the development of interpersonal 
skills was also evident. The skills particularly identified by the studies reviewed as those 
requiring most attention for further development appeared to be related to teamwork and 
understanding other people. 
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It is recognised that the foregoing lists could be condensed by identifying overarching 
categories to which the items would apply but for the purpose of this thesis the independent 
presentation and terminology used by the participants of the studies were retained for 
accuracy of reporting the literature. The skills were, however, categorised in order to 
examine whether there had been any changes over the timespan of the studies reported in 
the literature in terms of the type of skills students perceived as necessary for employment. 
The results of this analysis are indicated in Figure 6 overleaf. 
Direct comparison between the skills identified in the 1980s with those indicated in the 
1990s was possible because the same number of studies had been detected in the literature 
in these two time periods. The skills identified by students that had remained most 
constant were related to 'Analysis and Evaluation', 'Qualifications', 'Work Focused 
Orientation', 'Presentation' and 'Personal coping' skills. In all cases there was a slight 
reduction in the frequency of mention of these skills in the 1990s than there had been in the 
1980s; the difference being less for 'Analysis and Evaluation' and 'Qualifications' than for 
the other three skill categories. Skills which received greater mention in the 1990s 
compared to the earlier period were 'Interpersonal', 'Numeracy and Literacy', 'Planning and 
Organisation', 'Communication', 'Team work' and 'Problem solving'. The greatest increase 
in mention appeared for 'Communication', 'Interpersonal' and 'Planning and Organisation'. 
Skills which were not mentioned in the 1980s but appeared in the 1990s were 'Information 
Technology', 'Decision making' and 'Reasoning and Arguing', although the latter was only 
Inarginally mentioned even then. The skills that students mentioned much less frequently 
in the 1990s were 'Seeking and Handling Information' and 'Thinking skills'. It is 
interesting to speculate whether there might be a connection between the perceived decline 
in the need for these skills and the rise in requirement for computer linked skills. 
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Interpretation of the findings from the literature search were, however, viewed \\'ith some 
caution. As indicated in Section 8.3, the skills identified as views of students were not in 
fact, the spontaneous expressions of the students participating in the studies but rather 
were inferences from their prioritisation of skills given in list form by the particular 
researchers. The exception to this was the study carried out by Dorsman (1984) discussed 
in Section 8.8. 
8.11 Comparison of Student and Employer Perspectives from Literature 
Comparison of the perspectives of employers' and students' presented by the literature will 
be considered in Section 9.22.1. Comparison of the changes indicated in perceptions of 
skill requirements for the 1980s with those of the 1990s will be described in Section 12.14 
when implications for staff development are discussed. 
My attention had been drawn to the dangers of taking evidence at face value 
by an observation which concerned the emphasis placed by the educational institution, or 
department, which led to the type of situation described by the following quotation: 
" ....... the interpretation that subject-specific expertise was of over-
whelmingly greater importance than the improvement of generic skills. 
Students absorbed the view that they were being prepared primarily for a 
life in research and concentrated on achieving good results in their subject 
areas, perceiving the development of more general skills as peripheral to the 
main aim of the course." 
(Page 1995: 1 07) 
This seemed particularly pertinent when reviewing the reported comments made by 
university and polytechnic graduates (Bacon et al 1979) in Section 8.6 and the quotations 
in Section 8.2 regarding student preferences for courses and expectations of education. 
That it held wider implication to the whole of the reported expectations of education was 
also apparent. 
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8.12 Conclusion to Chapter 
This chapter has reviewed the skills required for employment held by pupils in compulsory 
education, students in post compulsory education and graduates who have left education 
and joined the labour market. All these have been derived from what had been reported in 
the literature. 
The main conclusions that could be drawn from this examination were that; 
• investigation of students' perceptions had not been as extensive or 
widespread as had investigation into employers' expectations; 
• the reported investigations indicated some considerable degree of 
overlap between the views of employers and students in the type of skills 
perceived as necessary for employment; 
• there were several instances where the same skill had been identified 
from the students' perspective as 'required by employers', 'important in itself 
and a 'benefit derived from education' or a 'skill developed by educational 
experience' ; 
• there was some evidence (Boys et a11988) that where skills were developed 
by education, the degree of development was felt to be insufficient for the work 
environment; this has been indicated by the symbol \- on Table II at the end of 
Chapter 6. 
• there was a degree of commonality of language used in the descriptors/ 
descriptions of the skills thought necessary; 
• little research into the aspect of satisfaction with skill development was 
apparent from the literature search 
• research into student dissatisfaction with skill development in education was 
an area that required further investigation; it was possible that 
a) there was little dissatisfaction 
b) there had been little investigation carried out 
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c) what research had been done was not as readily accessible as that of employers 
had been. 
Having said this, however, I had reached a circular stage in my search of the literature 
whereby each source referred me to one that I had already accessed. It had become 
apparent that the literature lacked direct recourse to student views regarding the skills they 
saw as being required by their future employment. The chance to redress the balance 
came from the opportunity to participate in a collaborative study of higher education 
institutions in Great Britain and Portugal, with travel expenses funded by the British 
Council. Students' viewpoints were important for my own research so involvement in this 
project was part of the build up to my main study. The report of this investigation is given 
as Stage 2 of the research and follows in part B of this Chapter. 
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CHAPTER8B 
STUDENTS' PERSPECTIVES OF SKILL REQUIREMENTS FROM FIELDWORK 
Chapter 8A described and discussed perceptions of skills requirements for employment 
from the viewpoint of undergraduates and post graduates that were reported in the 
literature. As indicated in Section 8.3 these views were gained from responses to 
questions which did not necessarily directly ask the students to identify the skills they 
expected or experienced as being required for employment. Rather the investigations or 
tasks had been in the nature of 
• ranking a provided list of skills in order of importance for working life 
• indicating whether their educational experiences had provided sufficient 
opportunity for the development of the given skills 
• comparison of graduates and non graduates in relation to capabilities to 
perform well in work 
• perceived benefits of education 
• perception of importance of listed skills for working life 
• identification of comparative importance of given skills to different 
employment sectors. 
As suggested in Section 8.3, the information gained from asking these questions provided 
indirect implications for students' perceptions of skills required for employment. I was 
concerned to obtain student perceptions to a direct question calling for the skills they 
thought they would need to possess to be successful in their future employment and, 
therefore, the skills that they saw employers' would be looking for. This encompassed, as 
indicated in Section 8.1, fieldwork and this is reported in this Chapter. 
8.13 Introduction to Stage 2 Research 
During the period 1993 - 1994 a collaborative study took place, supported in terms of 
travel expenses by the Treaty of Windsor which seeks to encourage research between the 
United Kingdom and Portuga1. The focus of the study was to investigate the teaching 
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approaches which promoted learning skills required by European Employers. The 
comparative study was carried out (by myself and a similar researcher in Portugal under 
the guidance of our supervisors) in two institutions of post compulsory education, one in 
the United Kingdom and one in Portugal. Since the study was similar in interest area to 
my own study it was agreed by all concerned that questions relating to the focus of my 
study could be embedded within the questions design for the collaborative study and I 
could use the data generated by the comparative study. Report of the findings of the 
collaborative study which ascertained similarities and differences in perspectives, 
determined strengths and weaknesses and identified lessons to be learned by each 
institution from the other appear elsewhere (Denicolo, Harwood & Goncalves 1995). 
8.14 The Research Study 
The two participating institutions were selected for the emphasis they placed on the 
relevance for employment of their degrees, this being demonstrated by the specific 
provision for, and inclusion of, industrial experience within the courses offered. 
Questionnaires were used to identify 
• staff perspectives on the kinds of skills required of their graduate students 
by the social and economic forces of the European Market 
• staff perspectives on the teaching methods which develop those skills 
• student perspectives on their own development of such skills during the 
course of their studies 
This and the following sections describe the study and discuss the results for that part of 
the design directed at 'general' skills for employment, in particular related to the third item 
listed above, namely students' understanding. Discussion relating to the staff perspectives 
will appear in Chapter 9 and investigation of Teaching Methods can be found in Chapter 
10. 
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8.15 Questionnaire Design 
Because this was a collaborative study a questionnaire, the main instrument used in the 
fieldwork for stage 2, was devised in co-operation with the Portuguese team of researchers. 
It was recognised that language had to be kept simple for purposes of translation and that 
academic jargon should be avoided. As previously observed, in Section 5.2, the skills 
required for employment were identified by various general titles, including generic skills, 
employment skills, transferable skills, core skills, personal and social skills. The 
questionnaire, therefore, referred to the skills as 'those required for any future job' to ensure 
low ambiguity of meaning within either language register. The collaboration between 
research teams enabled wording, sequencing of questions and so on to be appropriate and 
the questionnaire was piloted in the respective countries to ensure that parity of meaning 
between the English and Portuguese versions of the questionnaire had been achieved. 
In addition to asking students to indicate skills which they considered had been or should 
be developed by their Higher Education experience, and appropriate teaching methods for 
these, the questionnaire asked for background information to provide knowledge of 
students' characteristics and experiences. The information obtained from these questions 
is discussed in Section 8.18 in this Chapter. The format for providing viewpoints of 
teaching methods suitable for developing skills was that of the open table apparent in the 
sample questionnaires in Appendix 3. This format was selected to facilitate the uncued, 
spontaneous provision of participants ideas of both skills and teaching methods in contrast 
to the cued and structured approach generated by the provision of a list from which 
participants could select. The cued approach adopted by other studies of skill 
requirements has been reported in Section 7.7 (employers perspective). The 'uncued' 
strategy was specifically adopted to avoid researcher bias operating on the skills or 
teaching methods provided in the list, and the order in which these were presented, as it 
was known that this could influence participants responses in an overt and a covert 
manner. It was known that provision of a predetermined list could considerably influence 
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the wayan individual would respond. For example, it could psychologically restrict or 
limit some individuals responses to those items listed, or alternatively a list might pro\'ide 
clues for the expansion of ideas for the less verbose. In both situations it was not 
unfeasible that participants might respond to the list in a way that they thought the 
researcher might expect or desire. 
Attractiveness, brevity and ease of completion were carefully considered in the presentation 
format of the questionnaire and, to further encourage return of completed questionnaires, 
stamped-addressed envelopes were provided. A copy of the questionnaire for students in 
the United Kingdom appears in Appendix 3 of this thesis. 
Although the investigation was a collaborative one, as stated in Section 8.13 only that 
component relating to the United Kingdom has been included in this study. The main 
reasons for restricting discussion to the viewpoints of the United Kingdom participants 
were: 
(1) that I had not personally been involved with the collection and full 
analysis of the data, and, 
(2) that the comparison with industry/employers' requirements had 
derived from investigation of companies in the United Kingdom. 
In addition, I did not have direct access to the raw data from Portugal. Although I am 
sure it would have been possible to obtain this, the data being in Portuguese would have 
required translation. This would have introduced further cost and time as well as the 
impact of a 'non researcher' into the equation. Even though category headings and 
allocation criteria had been agreed with the Portuguese reseachers, inevitably there may 
have been subtle differences due to culture in distributing statements to categories about 
which I was unaware. 
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8.16 Fieldwork Design 
The subject and course specialist areas were carefully identified in order to achieve 
parity between the two universities and the courses that they each offered. Investigation 
of University Prospectuses indicated that there existed a common core involving 
Management Studies, Nursing and Midwifery, Engineering, Chemistry, Languages and 
Education. Teaching staff in these areas were identified from staff lists and approached 
to distribute the questionnaire to the students on these courses. Student participation, 
therefore, was dependent on teachers willingness to co-operate in this way. 
The Spring term, January to April, was selected for distribution of the questionnaire, this 
time being chosen to avoid the busiest times in a student's calendar such as the period of 
initiation at the commencement of a course and examination times at the end of course 
programmes. It was hoped that this would avoid factors external to the research design 
from adversely affecting return rates. This strategy appeared to be only relatively 
successful, however, when return statistics were examined there being a return rate of 
38%. A check was carried out to ensure that the 81 returned questionnaires were not 
biased in the direction of any particular course. 
8.17 The Higher Education Participating Institution 
The institution selected for the United Kingdom study was situation in the South of 
England and attracted students from the whole of the United Kingdom and Overseas. 
Two factors were taken to indicate that the culture of the University supported a 'work 
orientated' ethos. The information literature of the University presented an ambience 
and milieu of pride in the high incidence of professional training that was incorporated in 
the courses offered by the various departments. The actual operation of this work 
experience component varied slightly from one course to another; being completed by a 
year block in either the third or fourth year of the course, or broken up into six month 
blocks which were distributed throughout the course duration. The second indicator was 
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published in the League Tables for 1995 (The Higher 1995) which showed that the 
University was in the top ten Higher Education institutions for successful emplo)ment 
rating; 65 % of its graduates achieved permanent employment upon completion of their 
courses. In-house news publications featured reports of this success and linked the low 
unemployment figures of graduates to the advantage of the professional training 
expenence. 
8.18 Student Participants 
The student participants were drawn from courses in chemistry, nursing and midwifery, 
management studies (in particular retail, hospitality and tourism), hotel and catering, 
applied languages, engineering and education. The vast majority, 98%, were studying on 
a full time basis. Work experience, organised on a block basis described in the preceding 
Section and external to the university campus, was an integral part of the courses and the 
majority of the work experience was completed outside the university environment. 
The questionnaire had included an item aimed to identify the age ranges of the participants. 
It was felt important that such information should be gleaned as the age pattern of students 
attending university was reputed to be changing (Times 1995). It was also considered that 
mature students would, inevitably, bring to the task of completing the questionnaire prior 
experiences of working in industry and commerce. Mature students would, therefore, be 
in a more knowledgeable position with regard to identifying skills required by employers. 
The population of this study did not support the notion of a significant decline in the 
traditional entrants to Higher Education during the 1990s (Pearson 1989) as indicated by 
the following list which show the percentage of age groups of the students who participated 
in the study: 
Age group 
17 to 21 years 
22 to 26 years 
27 to 31 years 
32 years and above 
Respondents 
63% 
23% 
2% 
12% 
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This indicates that, for the sample in this study, the majority of participants \yere within the 
traditional age range of students in Higher Education. The age distribution indicated that 
approximately a quarter of the participants in the study were slightly older than the 
'traditional' age range. The questionnaire items did not investigate the reason for this but 
it is possible to speculate that among them could have been that these students took a year 
out before commencing with academic progression and this time might have been occupied 
in employment. 
This speculation would seem to receive some justification when responses to enquiry about 
previous experience in work within industry or commerce were examined. F or example, 
74% of the respondents had work experience which ranged on average from one to four 
years in length and had occurred between one and five years prior to attendance on 
educational courses. The few exceptions were mature students who had more than ten 
years experience and who were in the process of changing careers. It is thought that this 
will become more prevalent, and that the fluid work role situation could mean that 
individuals might expect up to five career changes in their working lives (Finegold & 
Soskice 1988). This would obviously have implications for the skills required for 
employment, not least that people would need to be adaptable and able to cope with 
change. 
When the proportions of male and female student respondents were examined it was found 
that there was a predominance of females, 77% compared to 23% male respondents. This 
figure is distorted somewhat by one course (nursing & midwifery studies) in which the vast 
majority were female students. Another potential contributory factor to the preponderance 
of females was the expectation that more females than before would be entering education 
in the mid 1990s. (National Commission on Education 1993, Pearson 1989). 
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8.19 Explicit Skill Identification 
Students were asked to list on a table the general skills they hoped would be developed by 
their course. They were advised that these should not be knowledge based or subject 
specific but those skills which 'could be used in any job'. In addition the students \yere 
asked to identify the teaching methods which they felt most contributed to the development 
of each skill. This section deals only with the skills identified, teaching methods will form 
the focus of Chapter 10. 
8.20 Analysis Techniques 
The skills identified by each participant were compiled to produce a single list. Each list 
was subjected to content analysis to detect categories that were common, as described in 
Section 4.5.5. Some skills were deemed to be appropriate for more than one category and 
were, therefore, included in all the pertinent categories. This analysis process was carried 
out independently by more than one person analysing each list in order to ratify the 
categories identified as far as possible. It must be acknowledged, however, that this is not 
an exact science and is, therefore, open to differing interpretations on different occasions. 
Table X at the end of this Chapter indicates examples of the statements given by students 
in their responses to the questionnaire. These are organised by the categories to which 
they were allotted. Obvious statements e.g. presentation skills, problem solving, etc. have 
not been included in the list due to lack of dispute about the categorisation of such 
statements and a desire for brevity of the list. The list is not a complete representation of 
all skills indicated on the questionnaires but rather provides a 'flavour' of the statements 
attributed to the various categories. The categories identified and frequency with which 
statements in that category were mentioned were used to compile a spreadsheet; from this 
the percentage of mention for each category was calculated. This data formed the basis 
for production of Figure 7 overleaf and interpretations of this information will be discussed 
in the next section. 
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8.21 Interpretation of Data 
The following discussion is based on Figure 7 the percentage values of which indicate 
idiosyncrasies of the software programme used to generate the histogram rather than 
precise values of the data, the caveat discussed in Section 7.11.1 applies here also. 
The preceding Figure indicates that the students identified skills relating to the categories 
of 
connnunication; interpersonal skills; 
more frequently than most other skills. The next most frequently identified were: 
qualifications; personal coping skills. 
In the middle range and at a slightly lower order of magnitude of mention were: 
team work; 
work focused orientation; 
followed by: 
analysis and evaluation; 
The skills mentioned least frequently were: 
reasoning and arguing; 
numeracy and literacy; 
decision making; 
presentation; 
planning & organisation; 
seeking & handling information. 
problem solving; 
thinking; 
information technology. 
An overview of this data would seem to indicate that the students in this study emphasised 
skills that related more to the process aspects of employment - the 'how' component as 
demonstrated by greater mention of 'Communication', 'Team work', and 'Interpersonal' 
skills - although appropriate or relevant 'Qualifications' still figured high in their estimation 
of required skills for employment. Skills that might be linked to product appeared in the 
lower half of the hierarchy formed by their responses, skills that would relate more to the 
'what' component, for example, the 'Numeracy and Literacy', 'Thinking', 'Reasoning and 
Arguing', 'Problem solving', 'Decision making' skills. The picture is not quite so straight 
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forward, however, since it would appear that this aspect was not absent, as indicated by 
the presence of 'Planning and Organisation', 'Presentation' and 'Work Focused Orientation' 
skills in middle position in frequency of mention testified. It would appear that the 
students, whilst being aware of the importance of the ability to be able 'to do' something, on 
balance indicated that it was the processes involved in the 'doing' that they most wanted 
their education to develop. In addition, the comparatively frequent indication of 'Personal 
coping' skills could be taken to indicate recognition of the more 'intangible' qualities an 
individual needs to be able to perform well in any work environment and, possibly, to 
survive. These refer to the 'skills' (and it is arguable that this is indeed what they may be 
called) or personal attributes of 'Stamina', 'Confidence', 'Patience', and so on; further 
examples are indicated in Table X at the end of this Chapter. 
8.22 Comparison of Research Data with Literature Review 
The study reported in this thesis included the investigation of requirements for skills as 
perceived by students, a perspective which was, as discussed in Sections 6.1 (personal 
observations from conducting literature searches) and 8.2 (observations of Drew et al. 
1992), infrequent in the literature reviewed. As such, therefore, this study has been able to 
address this omission and provide some students' explicit views on skill requirements. 
These were then compared with the 'implied' student views achieved from the literature 
search, presented in Chapter 8A and summarised in the Skills Identified by Literature 
Search B - Students' Perspective, Table VII, at the end of that Chapter. As indicated in 
Section 7.7, in contrast to the studies discussed in Chapter 8A, this study had directly 
sought students' views on the general skills required for employment and had not provided 
a predetermined list of skills which required prioritising in some manner. 
The skills identified from the literature, and presented in Table VII, were subjected to the 
categorisation process described in Section 5.4.2 and the skills statements achieved from 
the fieldwork of this study were similarly categorised. The frequency of mention of skills 
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in each category was used to indicate the hierarchical order of the skills identified for both 
literature and fieldwork and these appear in Table VIII in order that a similar comparison 
to that made for the 'employers' perspective, in Section 7.12, can be made. 
TABLE VIII COMPARISON OF FIELDWORK AND LITERATURE SEARCH B 
FROM STUDENTS PERSPECTIVE 
SKILLS HIERARCHICAL POSITION 
FIELDWORK LITERATURE 
Personal Coping skills 4 1 
Interpersonal skills 2 3= 
Seeking & Handling Information 10 8 
Numeracy & Literacy 13 9= 
Planning & Organisation 7= 5 
Communication 1 2 
Presentation 6 13 
Team Work 5 3= 
Information Technology 16 14= 
Work Orientation 7= 6= 
Thinking skills 14= 6= 
Reasoning & Arguing 11 0 
Analysing & Evaluation 9 9= 
Problem Solving 12 12 
Decision Making 14= 14= 
Qualifications 3 10= 
This Table indicates that 'Communication', 'Interpersonal' and 'Personal coping' skills were 
among the most frequently identified by the students in the fieldwork as, indeed, they had 
been by the reports in the literature. Like the student participants in the studies by 
Thompson (1993) and Industry in Education (1996), indicated in Section 8.4, 
'Qualifications' were frequently identified as requirements for employment by the students 
in this study. Employers have often been accused of concentrating on 'paper' 
qualifications but so, it seemed, were the students in this study. It is not unreasonably, 
however, that they should expect that a prime contribution of their University course would 
be in the realm of increased qualifications of an academic nature. 
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F or both the students participating in the fieldwork for this study and for those reported in 
the literature skills related to Work Focused Orientation' appeared in the middle of the 
hierarchical order in combination with 'Planning and Organisation' and 'Analysing and 
Evaluation'skills. It was not perhaps so surprising to fmd 'Infonnation Technology' low 
in the hierarchical order for both fieldwork and literature in view of the emphasis there had 
been in the United Kingdom on schools providing computer facilities in education and the 
influx of home computers. Further similarities between the two groups of data were 
'Team work' skills in the upper half of the hierarchical order, 'Seeking and Handling 
Infonnation' in the middle and, in identical positions at the bottom of the hierarchy, 
'Problem solving' and 'Decision making'. Where discrepancies did occur between the 
fieldwork data and that reported in the literature these related to just two skill categories, 
namely 'Presentation' and 'Reasoning and Arguing' . Students in the fieldwork identified 
'Presentation' in the middle range of frequency whereas it received low frequency of 
mention in the literature. On the other hand, 'Reasoning and Arguing' did not appear in 
the literature and was at the lower end of the hierarchy for the fieldwork data. 
The comparatively low frequency of mention by the fieldwork participants for skills in 
'Thinking', 'Numeracy and Literacy', 'Seeking & Handling Infonnation', 'Problem solving' 
and 'Reasoning and Arguing' were, however, concerning since they are skills considered to 
be inter-connected with learning. Perhaps these had become so commonplace to these 
students that they were no longer in the forefront of their minds when thinking about skills 
for employment. 
As with the data attributed to 'employers', Section 7.12, the magnitude of the differences in 
identification was examined by using the frequencies of mention of skills to generate Figure 
8 overleaf in order to ascertain the degree of variation. 
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It was apparent from this Figure that 'Personal Coping Skills', 'Planning and Organisation', 
'Team work' and 'Thinking Skills' had all been mentioned more frequently in the literature 
than by the student participants of this study but that the reverse was the situation for 
'Interpersonal', 'Communication', 'Presentation' and 'Qualification' skills. 
The skills for which comparatively equal frequency of mention was given by both sources 
were those of 'Seeking & Handling Information', 'Information Technology', 'Work Focused 
Orientation', 'Analysing and Evaluating' and 'Decision making'. 
From this analysis it appeared that there were some similarities between the fieldwork data 
and that derived from the literature concerning the relative degree of emphasis placed on 
different skills. For most of the skills, irrespective of comparative hierarchical position, 
there were differences, to a greater or lesser extent, in the frequency of mention made by 
those participating in the fieldwork and that which originated from the literature. This 
indicated that to concentrate solely on hierarchical information would provide an 
incomplete picture of the situation. 
Comparison of students' perspectives with employers' and teachers' viewpoints will appear 
in Chapter 9B, Sections 9.22.l and 9.22.2 for literature and fieldwork respectively. The 
implications will be considered in Chapter 12. 
8.23 Prioritisation of Skills 
The questionnaire contained an item which asked the students to 'choose the three most 
relevant or important skills' from those previously identified. It should be noted here that 
precise compliance with these instructions did not always occur; for instance, some 
responses contained statements relating to skills that bore no relationship to previously 
identified skills. For example, whereas the students had not previously identified skills 
relating to 'research' when the request called for prioritised skills they frequently identified 
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those which were encompassed by this category. As before, identification of the 
categories and selection of category titles was standardised as much as possible but it is 
acknowledged that occasionally individualistic interpretations could be put on statements 
by different researchers. Statements fitting more than one category ,,,,ere again allocated 
to each. 
As described before, in Section 8.20, the statements were listed and analysed for similarity 
of category allocation, as the skill statements defined the categories, the titles reflect a 
slight difference in the interpretation the students presented; that is to say, the statements 
made with regard to the three most important or relevant skills were directed much more 
toward work. With the exception of 'Research', which was added as a category, the 
remaining prioritised skills could all be accommodated within the categories derived 
previously. 
8.24 Discussion of Prioritised Skills 
The most frequently identified prioritised skill for students in the fieldwork as being the 
three most important or relevant skills for employment are indicated in Table IX. The 
prioritised skills are arranged in hierarchical order of frequency of mention. The following 
Table indicates that the skills students identified among the most important or relevant 
were those pertinent to management, interaction and survival. The relative importance is 
indicated in Figure 9 achieved by analysis of the percentage of frequency of mention that 
each skills was identified as being in first, second or third position of importance. 
The Figure indicates that skills related to 'Personal coping', 'Interpersonal', 'Planning and 
Organisation', 'Communication' and 'Team work' were consistent in appearing among the 
three most important or relevant for employment perceived by the students. 
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TABLE IX SKILLS MOST FREQUENTLY IDENTIFIED AS BEING THE 
THREE MOST IMPORT ANT OR RELEVANT BY STUDENTS 
SKILL 
Planning and Organisation 
Communication 
Personal Coping Skills 
Interpersonal Skills 
Team Work 
Information Technology 
Presentation 
Work Focused Orientation 
Thinking Skills 
Research 
Analysing and Evaluating 
Problem Solving 
Qualifications 
Reasoning and Arguing 
HIERARCHICAL ORDER 
1 
2 
3 
4= 
4= 
6 
7= 
7= 
7= 
7= 
11= 
11= 
11= 
14 
'Information Technology', 'Work Focused Orientation', 'Thinking skills' and 'Qualifications' 
appeared either in first or third position but never in second, and, furthermore, all except 
'Qualifications' were more often in third position than in first. When 'Presentation' and 
'Reasoning and Arguing' were indicated it was always in second position. 'Analysis and 
Evaluation' and 'Research' were mentioned equally in second or third place; 'Problem 
solving' equally in first or second place. 
The skills which never appeared among the three most important or relevant for 
employment as far as the students were concerned were those related to 'Seeking and 
Handling Information', 'Numeracy and Literacy' and 'Decision making'. 
There is a high degree of similarity in the emphasis placed on 'Personal coping', 
'Interpersonal', 'Planning and Organisation', 'Communication' and 'Team work' skills 
between the data represented in Figures 8 and 9. 
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It had been considered that asking for skills that were developed as part of their course, as 
well as linking skills to teaching methods when eliciting the original skill lists, may have 
inadvertently directed the respondents to perceive the question as grounded in skills 
actually developed by their courses. Asking them to select the three most relevant or 
important skills for employment should have freed them from this constriction and allowed 
them to speculate more on what 'should be'. It is possible that this produced some 
differences in relation to the skills of 'Presentation', 'Work Focused Orientation' and 
'Qualifications' in particular. 
The prioritisation of the humanistic interactive skills suggested a situation contrary to that 
raised in Section 7.3.5 where the British perspective was thought to be 'heavily weighted' 
toward qualifications in contrast to that abroad. Certainly, these results go some way to 
supported the view expressed by Brennan & McGeevor (1988) in their affirmation of the 
importance of personal qualities over qualifications presented in Section 7. 12. 
8.25 Conclusion to Chapter 
This Chapter has examined the skills required for employment from the perspective of a 
sample of students in Higher Education in the United Kingdom. This study has indicated 
the importance that the students placed on skills related to: 
• communication 
• interpersonal interaction 
• qualifications 
• personal coping strategies 
In general the students identified more frequently skills related to process components of 
performance rather than to product. When provided with the opportunity to identify the 
three most important or relevant skills for employment the students identified with some 
degree of consistency in the top three positions the skills of 
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• personal coping strategies 
• interpersonal interaction 
• planning and organisation 
• communication 
• teamwork 
The skills which appeared in both lists for the student participants in this study were those 
of personal coping, interpersonal and communication. These skills, in effect, are all 
involved in the way one person interacts with others and, as such, they may be difficult to 
separate or isolate for the purposes ofteachingJdeveloping and assessing. 
The issue of the skills thought to be necessary by education, represented by the literature, 
and teachers in this particular study are examined in the next Chapter. 
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TABLE X CATEGORY HEADINGS AND SKILL DESCRIPTIONS - STUDENTS FIELDWORK 
Personal Coping 
Strategies 
Interpersonal 
Seeking & Handling Info. 
Numeracy & Literacy 
Planning/Organisation 
Communication 
Presentation 
Teamwork 
Information Technology 
Work orientation 
Thinking 
Reasoning & Arguing 
Analysing & Evaluating 
Problem solving 
Qualifications 
Research 
confidence, reliability, patience, stamina, increased self 
confidence, motivation, tolerance, diligence, flexibility, self-
discipline, assertiveness, self-esteem 
co-operativity, relationship skills, social skills, working \\ith the 
public 
learning how to learn, increased general knowledge 
numeracy, writing reports 
effective planning, organisation of self and others 
fluency in language, public speaking, oratory skills, use of good 
English, written and oral skills, listening skills, making clear 
explanations 
able to make presentations to groups of people, presentation 
of work 
leadership, diplomatic skills, financial skills, delegation, 
supervisory skills, ability to take on responsibility and 
authority, group work skills 
IT, computer literacy 
grasping relevance of information, computational skills, 
professionalism 
logical thought, ability to think, developing new ideas, 
creativity 
ability to argue or persuade others to accept your point 
of view, learning its OK to ask questions 
analytical approach, ability to see/understand detail 
face problems 
knowledge of subject, broader knowledge, general knowledge, 
statistical skills, technical knowledge, practical skills 
investigative skills, research, working alone 
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CHAPTER9A 
VIEWS OF SKILL REQUIREMENTS WITHIN THE EDUCATIONAL CONTEXT 
The previous chapters examined the skills required for employment from the perspectives 
of both industry (Chapter 7) and students (Chapter 8). This chapter examines ideas held 
within the educational sphere about the skills students would need for their future working 
life. These perspectives were gleaned from the literature, in the first instance, and 
secondly from research investigation carried out as part of this study. The empirical 
study, described in Part B, involved the participation of teachers in Higher Education as 
part of the collaborative study described in Sections 8.13 to 8.17. It was considered that 
comparison of fieldwork with literature would, 
• enable a comparison to be made between the skills identified in the literature 
and those derived from the fieldwork 
• provide evidence of skills perceived by the education sector for comparison 
with skills identified by employers, as presented in Chapter 7, and students, as 
presented in Chapter 8 
• identify similarities and differences occurring in the skills identified by employers, 
educators and students that might substantiate the criticisms levied at the education 
sector discussed in Chapter 2 and 3 
• provide a basis, if differences were found to exist, from which evaluation 
of remedial action could be derived so that a closer match between 
requirement and provision might be achieved. 
9.1 Introduction 
It was previously indicated, Section 6.1, that the literature search revealed comparatively 
little direct representation of teachers' personal viewpoints and for this possible 
explanations were offered in Section 6.11 and elaborated in Appendix 2. The need to 
include the perspective of teachers was particularly important in view of the proposition 
from a widely published education researcher, that teachers need to join voice with others 
in relation to educational development: 
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"In this world, where purposes are imposed and consensus is contrived, there 
is no place for the practical judgement and wisdom of teachers; no place for 
their voices to get a proper hearing. A major challenge for educational 
restructuring is to work through and reconcile this tension between vision and 
VOIce; to create a choir from a cacophony". 
(Hargreaves 1994:251) 
The perspective of teachers has, therefore, been augmented in the discussion in this thesis 
by reference to innovations initiated, for the most part, by the government or government 
agencies. The inclusion of reference to educational initiatives was considered appropriate 
for the following reasons. Firstly, the introduction of, for example, the National 
Curriculum, General and National Vocational Qualifications, and many of the initiatives 
identified in Section 2.4 and 2.5, and listed in Table I, actively encouraged the 
incorporation of learning in the workplace as part of students educational experiences. 
Innovations such as these had been represented as: 
" ......... devolution in a context where the state, even when employing the 
discourse of liberalism, is clearly and overtly seeking to maintain and increase 
control over the knowledge and conclusions to be legitimated for future generations" 
(Harris 1994: 110) 
The new movements were, therefore, perceived in terms of increased regulation of the 
practices of education; regulation which educators would find it difficult to ignore. For 
example, the association of performance to funding, and enhanced competition generated 
by publication of league tables in the popular press, would make the need to incorporate 
the demands of educational initiatives within the learning situation unavoidable if 
educational institutions were to survive and prosper. 
Secondly, work related skills that were to be developed had become stipulated in the 
formalisation of the criteria for the qualification; teachers would, therefore, find it difficult 
to avoid including skill components within their courses throughout all sectors of 
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education. Should educators fail to incorporate the skills within their courses and teaching 
there were sufficient competitors who would do so and finance would follow the learner. 
The aspects elaborated in the following sections concern the implications of the legislated 
changes on educational institutions and the teaching staff within them. This provides a 
background scenario for the climate in which the study took place, and against which 
conclusions were drawn. 
9.2 The Impact of Initiatives 
The continuous, often unplanned, nature of change in education, sometimes at the dictate 
of fashion, had been recognised by Neocosmos & Stoddard (1988). The Further 
Education sector had, it was felt (Cantor & Roberts 1986), coped with more change than 
any other sector of the education system and had been sensitive, and quick to respond, to 
changes in industry, business and society at large. That the changes experienced by the 
Further Education sector would impact on and, indeed, extend to the Higher Education 
sector was evident from the spread of National Vocational Qualifications into higher levels 
of learning and professional qualification. Contemplation of the situation within the 
Further Education sector had led Kedney (1988) to assumptions about post compulsory 
education in general. F or example, that; 
• change was inevitable and would be incremental 
• concern for costs and values (variously identified as efficiency, relevance 
and responsiveness) would continue and grow 
• the existing design and management of educational institutions might not, 
as was expected, be appropriate for the next millennium. 
Stewart (1991) proposed that although change was normal, the nature of the change was 
new, and that its rate, speed and growing complexity would represent the single biggest 
challenge in the 1990s and beyond. Like Kedney, he felt that this challenge would 
necessitate change at all levels - the organisation, the group and the individual. As never 
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before, the repercussions of changes were viewed as more diverse since they were not 
isolated or minimal but meant radical change in the culture and concept of teaching (Fullan 
1991). 
The criticisms regarding capabilities of teachers discussed in Section 2.3 were based on the 
argument that changes were deemed necessary in order to elevate the performance of the 
United Kingdom within, particularly, Europe through greater development of the skills and 
abilities required by the economy. On a different level, Fullan (1991) argued that the need 
for change derived from poor performance and drop out rate of a high proportion of 
students and the frustration, boredom and bum-out of many teachers. Discussion of these 
changes and implications for teachers appear in the following Sections and in Chapter 11. 
9.3 Employment Skills Debate in the Educational Context - Literature Search B 
Tate & Thomson (1994), as stated in Section 6.3, argued that the development of personal 
skills in Higher Education had been a focus of attention for over a century, since 1853 in 
fact. They attributed the emphasis that was concurrent with the time period of this study 
as largely due to the more explicit exposition of a curriculum that articulated skills and 
abilities that were not confined to specific disciplines. This movement, they claimed, was 
linked to the increased interest and intervention by the State, not least through the 
affiliation of the needs of industry and the introduction of agencies for the provision of 
funding on a performance linked basis. 
In view of the longevity of the debate about skills it was surprising, and somewhat 
concerning, to find comparatively little literature from the perspective of educators 
themselves. Most of the information about teacher identified skill requirements originated 
from discussion of particular academic course content or from the examination of 
implications and consequences that mandated initiatives would have for course design. 
For example, Barnett (1990), whilst referring to the economic pay-off from courses 
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designed with a specific professional career in view, argued that effective courses 
intrinsically developed personal qualities. Research had shown, however, the fallacy of 
trying to achieve educational change merely by changing the curriculum (Zuber-Skerritt 
1991); teachers would need to possess the new skills and knowledge needed to accompany 
any changes made. This impact of change on courses will be discussed in Section 9.6. 
The argument will be put forward that many of the skills required to be developed in 
students were needed by the teachers themselves in order to implement the new curricula, 
and would also be of benefit to teachers in their own working life, particularly in the new 
climate. 
The skills identified by teachers as needed by students for their employment will be 
examined in this Chapter and supported by the results of the Stage 2 Investigation, in 
Chapter 9B, referred to in Section 8.13, in respect of teachers perceptions obtained during 
the fieldwork. 
9.4 The Prevailing Climate in which the Study Took Place 
The climate against which the study took place has been referred to throughout this thesis 
and is elaborated upon in Appendix 2 in order to provide an indication of the pressures that 
were being exerted on education and, in particular, upon teachers. 
In addition, demands for greater relevancy of education to employment had resulted in the 
more extensive inclusion of work based components and integrated assignments in courses. 
Similarly, the demands for greater flexibility had led to the introduction ofmodularisation 
of courses, accreditation of prior {experiential} learning and credit transfer. As indicated 
in Section 1.5, such innovations had required considerable changes to the work patterns 
and approaches of teaching staff. 
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9.5 Teachers' Perspectives Gleaned from the Literature 
It was Hitchcock's (1987) contention that a whole range of general transferable and 
personal skills were continually being developed by education, that these general 
capacities, required for a number of work situations, were encompassed to a greater or 
lesser degree in university courses both by the content and the form of curriculum . 
Brennan & McGeevor (1988) proposed that it was necessary for these courses to be 
reviewed with the aim of improving transmission of general transferable skills relevant to 
employment. 
9.5.1 Inferences from Course Content or Design 
A very few direct studies of teachers' views were identified and most of these originated 
outside Great Britain. For example, over 250 teachers in Atlanta, Georgia did not support 
the notion that education was about career or vocational development (Hoffinan, Hudson 
& Hudson 1991) but did reconunend that attention be given to the development of 
critical and independent thinking; 
interpersonal skillslhuman relationships. 
self-realisation; 
National studies in Australia examined the characteristics educators thought students 
would need to participate in a rapidly changing world (Cununing 1988). The emphasis 
from respondents was directed at personal qualities, such as 
self reliance; adaptability; ingenuity. 
Also considered important were 
literacy; 
coherent presentation of ideas; 
research abilities. 
numeracy; effective conununication; 
acquisition and conveyance of information; 
In addition this Australian study identified the importance of working as part of a group. 
This was thought to involve undertaking tasks that required: 
problem solving; 
creative thinking; 
decision making; 
skills in human relations. 
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Rather than look at what skills employers or particular jobs required, Hayes (1989), an 
experienced teacher in the United Kingdom, approached the identification of skill 
requirements from the direction of the skills that were developed in students as they 
undertook a particular course of study, in this instance a degree in psychology. Having 
identified these skills she was then able to demonstrate how they would be advantageous in 
many areas of working life; graduates of psychology, she felt, had potential to work in a 
number of domains. Recognising that none of the skills were unique to psychology 
students or courses, she particularly drew attention to skills related to 
literacy; 
interpersonal awareness; 
information finding; 
Ineasurement. 
numeracy; 
environmental awareness; 
critical evaluation; 
computer literacy; 
problem solving; 
research; 
To this list of skills she added the 
ability to look at issues from several perspectives; 
to extract general principles from immediate or concrete situations (which she 
termed higher-order analysis); 
to get on with work within pre-set constraints or non-ideal circumstances. 
A particular point of interest raised by her was the recognition that, although a number of 
valuable transferable skills were acquired on their courses, neither graduates nor their 
teachers had realised or verbalised clearly what the skills were (Hayes 1989). 
Brennan (1985) constructed a typology of the vocational intent of degree courses in Higher 
Education according to the stated objectives of the courses and preparation for 
employment. He suggested that the involvement of employers in course design and 
operation, and in occupational socialisation, would vary with the extent of the relationship 
between the course, a specific employment and the degree of completeness of training it 
gave. For example, courses for medicine or pharmacy which constituted complete training 
for a specific employment category would entail heavy employer involvement in course 
design and operation, occupational preparation and socialisation. On the other hand, 
courses for business and hotel studies which constituted partial training with diffuse 
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training with diffuse employment potential would entail laying a foundation for work 
knowledge and development of skills that were transferable. According to this 
argument, different courses would have a different balance between development of 
knowledge and the development of transferable skills. 
A similar approach by Hitchcock (1987) suggested that certain courses were appropriate 
for encouraging particular skills. Those cited were the development in linguistic and 
sociolinguistic courses of a critical, objective and analytical attitude and communication 
skills. 
Sociology courses were said to enhance skills in 
thinking problems through rigorously, systematically and fully; 
thinking in terms of concepts and relating these concepts to practical issues. 
Anthropology was credited with developing 
literacy; 
perspective; originality of thought; 
skills. 
analysis and synthesis; 
communication; 
a comparative 
numeracy 
Still from the perspective of teachers but this time investigating course design, Kingsley, 
Godfrey & Hector-Taylor (1994) reported on an engineering degree course which had 
incorporated personal skills with engineering practice. The skills were 
communication (both oral and written); 
logical thinking; problem solving; decision 
making; 
creative thinking; self organisation; study skills; 
information technology. 
Some of the reasons presented for the integration of the skills into the course design 
seemed particularly pertinent to this study and these are indicated below: 
• to overcome the relatively 'short life' of some technical skills by developing 
other skills that will last for life 
9.8 
• to develop skills which are expensive to develop in employment 
• to encourage students to become life-long learners 
Indeed, the overall impression gained here is one of developing the student for future 
lifelong learning, an aspect incorporated in the Enterprise in Higher Education initiative. 
As indicated in Section 2.6 this was a major initiative that aimed to link education to 
employment, initiated in 1990. If the majority of institutions participating in the 
Enterprise programme had researched and developed a taxonomy of the skills for 
employment, they did not publish these for general consumption. That many had carried 
out this activity became apparent from readings in the literature but access to their findings 
did not prove possible. One exception was the University of North London from which 
several departments published the results of discussions and skills surveys with employers 
of their graduates (Assiter 1995). In each case the skills identified were incorporated in 
courses either in relation to the content or in terms of developing assessment or profile 
procedures. Drawing on students' and employers' interpretations of important skills, 
Bailey (1995) identified for Consumer Studies courses the skills of, 
problem solving skills; team work skills; communication skills; 
computing skills; management skills; self development/personal attributes 
Investigation of the skills required for students of Modem Language Degrees resulted in 
Duenas-Tancred & Weber-Newth (1995) profiling the skills of, 
organisation and initiative 
communication 
organise living environment, accommodation, 
health insurance, residence permit, bank, 
transport; 
organise academic programme, language 
course, other courses; 
organise research project, arrange 
appointments, interviews, material; 
use of academic! everyday / colloquial language, 
social interaction, socialising, shopping, 
discussions with tutors; 
listening: academic, TV/radio, accents, dialects: 
writing: academic, administrative; 
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personal and interpersonal 
cultural awareness 
intellectual 
working and relating; 
self confidence; 
flexibility; 
reflecting on experience of the new culture; 
tolerance of different practices; 
participating in local communal activities; 
developing learning strategies; 
developing research strategies; 
problem solving. 
For Chemistry Graduates, Page (1995) identified skills required for relevance to academic 
studies and future employment which were incorporated in courses in Chemistry. These 
were: 
numeracy; IT skills; listening; 
communications - oral, written, presentational and graphical; 
problem solving and analytical skills; 
practical skills; self-organisational; team-working skills. 
In Business Studies a development team of four academic staff formulated a course aimed 
to develop skills and competencies considered of value to students in their careers and 
beyond. The team had considerable experience, both within and outside education, of 
skills development and training and this has been taken as evidence of their ability to 
interpretate the skills required for employment in the Business world. The skills included 
in the programme (Brockbank 1995) were: 
personal skills 
assertiveness skills 
communication skills 
interpersonal skills 
problem solving skills 
group skills 
computing skills 
evaluation skills 
emotional skills 
negotiation skills 
feedback skills 
awareness of self, confidence, self-discipline and self-care; 
approaching others, standing up for oneself, 
agreeing/disagreeing, making requests and taking risks; 
oral, graphic and written channels, researching, 
analysing and organising; 
listening, observing, disclosing and reflection; 
defining, critical thinking, creativity and innovation; 
forming, team working, organising and following through; 
keyboard, wordprocessing, database and spreadsheets; 
clarifying and reflecting, personal learning; 
identifying, expressing and responding to others; 
persuading, responding and negotiating an outcome; 
giving and receiving feedback. 
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Although not all were strictly the views of the educators themselves, the studies identified 
skills which were implicitly accepted by the education personnel since they included them 
in their courses. It is recognised that this compliance may have been due to feelings of 
needing to provide what their 'clients' required but this, in itself, is indicative of the 
pressures that were brought to bear on course content and assessment method. 
In spite of criticisms that education was not sufficiently responsive to the demands being 
made of it, the literature provided several examples where course designers had, over a 
number of years, examined and re-examined course design and content to accommodate 
changes and these are discussed in Section 9.5.3. 
9.5.2 Skills Transfer to Different Roles and Environments 
The generality of skills professed by Hayes (1989) lent support to an assumption intimated 
in Section 7.3.5, which was that transferable skills were capabilities that could be 
appropriate for different work roles in different work environments. It, therefore, seemed 
not inappropriate to consider the results of an investigation, by educators and with 
educators (Middlehurst, Pope & Wray 1991), into the abilities needed by senior managers 
and leaders in universities. This was deemed particularly relevant in light of the changing 
environment in Higher Education described in Section 2.7. The conclusions drawn from 
completed questionnaires, interviews and discussions suggested that the important 
capabilities were those concerned with 
management; 
professional competence; 
leadership skills. 
communication; working with others; 
knowledge of the organisation within its context; 
The study also identified behavioural components of each skill area which provided an 
insight into the skills that lie behind the titles and examples of these, in abbreviated form, 
follow overleaf: 
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Management skills able to run meetings effectively, good organiser of self and 
others, work well to deadlines, able to prioritise and make 
decisions, effective delegator, offer praise where due: 
Communication able to listen, consult and encourage others to talk, consider 
others' views, persuade, give feedback or 
reinforcement, be approachable, reflective; 
Working with others set an example, build and lead others, recognise others' strengths, 
understand difficulties, set goals/objectives, make decisions, deal 
with conflicting demands; 
Professional competence expertise in own discipline, academic credibility and 
respectability, good technical background, financial 
management skills and numeracy; 
Knowledge of organisation within its context know how the university works 
nationally and locally, understand the outside world of which 
university is part, be well informed generally, understand 
committees; 
Leadership skills able to set goals and objectives, get others to follow, have 
good ideas. 
In addition the study identified personal qualities or characteristics needed by 'managers' in 
universities, these included 
sensitivity to others; 
fairmindedness; 
diplomacy; 
energy. 
impartiality; 
dedication; 
integrity; 
hard working; 
confidence; 
stamina; 
As educational institutions had entered the 'real world' of market forces and financial 
responsibility it was felt reasonable to extrapolate the skills identified as necessary for 
managers in education to other fields of employment. 
9.5.3 Changes Made By Institutions 
Silver & Brennan (1988) made a study of seven educational institutions in post compulsory 
education and ascertained that over a period of 10 to 12 years engineering courses had 
been modified in line with the requirements of several different professional bodies, 
validating bodies and sectors of the industry. A brief examination of the particular 
developments made by each institution presented an overview of the sort of skills that v,ere 
being called for, for example; 
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Institution 1 built into their courses opportunities for developing self reliance, 
judgement, ability to communicate, work with others, confidence, 
and sense of responsibility; 
Institution 2 
Institution 3 
Institution 4 
Institution 5 
Institution 6 
Institution 7 
built in opportunities for developing communication, thinking 
logically in quantitative and conceptual terms, analysing 
situations and problems critically and objectively, creativity in 
dealing with problems, independence in judgements; 
included in their courses opportunities to retrieve and correlate 
information, think critically and logically, to make informed 
decisions, to communicate clearly; 
incorporated in course requirements opportunities for students to 
develop intellectual and imaginative skills, to stimulate an enquiring, 
analytical and creative approach, and an emphasis on 
communication; 
demonstrated concern with developing enquiring, analytical and 
creative approaches to problems, problem definition, analysis and 
solution; 
emphasised the development of critical approaches, 
management of financial and human aspects of the job, 
application of knowledge, communication skills, analytical 
skills, problem solving, and awareness of the industry; 
had communications prioritised for the first year of study 
followed in consecutive years by development of understanding 
of principles and techniques of management, of logical argument, 
imaginative open-minded and questioning approach to problem 
solving and enthusiasm for independent learning. 
A similar study of Business Studies courses in different institutions indicated that many of 
the same aspects were perceived as necessary for inclusion in course content and 
development in students (Silver & Brennan 1988). The chief similarities identified were: 
analytical skills; 
teamwork; 
decision making; 
problem solving abilities; 
understanding of the particular world of work; 
logical thinking. 
The most frequently identified skill requirement related to communication. Studies such 
as those discussed indicate that education, exemplified by the institutions involved, was 
responding to the 'manpower needs criteria' by the incorporation of an employment 
dimension in strategic plans, as was suggested by Pearson (1985). His warning, that the 
9.13 
inclusion of such criteria should not exclude or outweigh other objectives for Higher 
Education, was reminiscent of the debate about the perceived functions of Higher 
Education that was discussed in Chapter 3. 
9.6 Skill Identification by Major Initiatives 
As indicated in Section 9. 1 another source from which required skills could be identified 
was the literature about major initiatives that influenced policy and practice throughout 
education. 
In compulsory education, the introduction of General National Vocational Qualifications 
(GNVQs), phased in from 1992 following the augmentation of National Vocational 
Qualifications (NVQs) in 1986, was part of the government's policy to establish 
qualification pathways from compulsory through to all sectors of post compulsory 
education. The finely differentiated competencies ofNVQs were seen partly as an attempt 
to cope with industry's demands of education but partly as a means of overcoming teachers 
resistance to change (Field 1991). The National Curriculum Council recommended six 
core skills for AlAS levels (Jessup 1990, Hillman 1992); these were: 
personal skills; communication; 
numeracy; 
problem solving; 
information technology; modem language competence. 
NVQs and GNVQs also identified 'core skills' at each level of attainment. The skills 
identified by the NVQ recommendations were (Oates 1993): 
communication; 
working with others; 
application of number; 
information technology; 
problem solving; improving own learning and performance; 
modem foreign language. 
The core skills for GNVQ levels 1 to 5 were the same excluding the foreign language 
component (C & G 1993). The vocational qualification system of academic achievement 
was designed to spread eventually into professional spheres. 
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Attention had also been directed toward the bastion of A-levels with suggestions that core 
skills should be emphasised (TES 1995), in particular recommendations for the 
development of skills related to 
numeracy; 
information technology for arts based courses and 
communication skills for science based. 
In a study by Hillman (1992) the lecturers approached had identified the most important 
transferable skills learnt by A level students as those of 
looking up information; 
reading and understanding; 
writing reports; 
problem solving. 
numerical accuracy; 
Insecurity regarding respondents understanding of 'transferable skills' was, however, 
reported in this study. This echoed the unsatisfactory nature of the transferable skills 
debate previously discussed in Section 6.7 and 6.11. 
The situation faced by the post compulsory sector appeared to be very similar. In 1992 
the Further Education Unit issued a bulletin entitled 'Core Skills in Action' which compared 
the core skills identified by a variety of initiatives. Core skills introduced into course 
requirements were interpreted to be of widespread relevance: 
" .......... set of transferable skills considered central to academic, vocational 
and personal development [with the] emphasis on processes/abilities" 
(FEU 1992: 1 0) 
The characteristics listed were those of 
communication; 
numeracy; 
problem solving; 
information technology; 
personal skills; 
modem language. 
The bulletin suggested a direct comparison between these characteristics and those 
identified as common skills by the British Technical & Educational Council (BTEC 1990) 
for inclusion in courses approved by them. These 'common skills', said to develop 
personal effectiveness in working and adult life, were 
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communicating; 
practical skills; 
working with others; 
self development skills; problem tackling; 
decision making and investigating; 
information, quantitative & numerical skills. 
Specific to Higher Education the documentation relating to the Enterprise in Higher 
Education Initiative used the terminology 'generic skills' as the basis of enterprise learning. 
These were identified as transferable skills that would be appropriate for different contexts 
and throughout life (Duke 1992). Although institutions competing for funding presented 
individual and unique proposals for the development of enterprising learners, the EHE 
programmes were not as individualistic as this might have suggested. Indeed, Brown 
( 1991) described the widespread recognition that Enterprise was primarily concerned with 
assisting students to become effective, lifelong learners and would equip learners for future 
working lives through the development of skills in 
writing; speaking; evaluating; 
evaluating arguments; 
thinking; 
problem solving; 
managing self; 
mathematical skills; 
working in a team; 
leadership; 
computing skills; economic and business awareness. 
9.7 Impact from Industry 
From the perspective of an individual from industry interested in promoting the 
development of transferable skills through collaboration, Bailey (1990) recognised that 
some Higher Education institutions were fostering the transferable skills deemed essential 
for the future of industry. The general aspects identified for development were 
the abilities to know strengths and weaknesses; 
to action appropriately; 
to accept responsibility for self development. 
Specific skills indicated were those concerned with teamwork; this was seen to be the 
major difference in the way education and industry operated. The situation reported in 
education was one where teamwork was underemphasised in staff development in favour of 
a focus on curriculum delivery (Baker 1992). This indicated a need for teachers to be 
contemporaneously learning the same skills that they were developing in students. 
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9.8 Conclusion to Literature Review 
From the search of the literature it would appear that transferable skills had been identified 
by some educators as necessary requirements for satisfactory employment. The particular 
skills identified in the literature are presented in Table XI at the end of this Chapter. As 
with the skills identified by 'industry', referred to in Chapter 7, and by students, referred to 
in Chapter 8, it is recognised that the list could be condensed into overarching categories. 
This was done, using the same category identification processes as for the employers' and 
students' lists, in order to examine any changes that might have arisen over the periods of 
1980s and 1990s. This analysis of skills identified in the literature attributable to 
teachers' perspectives are indicated in Figure 10 overleaf. 
The data represented in the following Figure excludes the skills identified in the literature 
as emanating from educational initiatives which derived, in the main, from advisers to the 
Government on educational policy. The skills identified in initiatives were omitted on the 
basis of the argument that these might constitute what would.! should happen in the future 
rather than what had been in actuality. Figure 10 indicates the changes that occurred over 
the time span of the literature identified in this study with regard to the frequency of 
mention for different skills. The percentage values should not be read as absolute 
measures but rather as indicators of differences. 
The Figure indicates that the skills attributed to being identified by educators showed 
considerable more frequency in the 1990s than in the preceding ten years for 
'Communication', 'Team work', 'Planning and Organisation', 'Interpersonal' and 'Personal 
coping'skills; the order of magnitude of increase in mention is in the order of the skills 
listed. Skills related to 'Information Technology' were also mentioned more frequently in 
the 1990s but to a considerably lesser degree than the other skills indicated. 
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Those skills which had been mentioned more frequently in the 1980s compared to the 
1990s, again in order of magnitude of difference, were 'Analysing and Evaluating', 
'Reasoning and Arguing', 'Seeking and Handling Information', 'Thinking skills', 'Numeracy 
and Literacy', 'Work Focused Orientation', 'Qualifications' and 'Problem solving'. The 
only skills where there had been reasonable consistency in frequency of mention over the 
two time periods were those related to 'Presentation' and 'Decision making' . 
In summary, the literature had intimated that some of the key skills identified by teachers 
were: 
• communication; 
• personal attributes or coping skills 
• team or group work skills 
• planning or organisational skills 
• interpersonal skills 
These were followed by: 
• skills in seeking and handling information; 
• problems solving and thinking skills; 
• analysing and evaluating skills; 
• qualifications 
When the skills identified in educational initiatives were taken into account those most 
frequently mentioned were; 
• communication; 
• problem solving; 
• numeracy and literacy; 
• problem solving; 
• computer literacy/information technology. 
Other skills consistently identified by were; 
• interpersonal skills; 
• group or team work skills. 
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As indicated in Section 6.1 and 9.1 the literature from the perspective of teachers was not 
extensive and begs the question of whether the literature was in proportion to the size of the 
activity which existed. The implication of there being considerably greater source of 
literature from the perspective of employers compared to students and teachers was 
sufficient to encourage me to delve further. The coincidence of identifying a need for 
more information about teachers' perceptions of the requirement of industry with the 
arrival of the opportunity to participate in the collaborative research project introduced in 
Section 8.13 was most fortuitous. Part B describes the investigation of the interpretation 
of industry's needs by teachers and discusses the results. A comparison of the skills 
identified by employers, students and teachers will also be presented in Part B. 
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CHAPTER9B 
TEACHERS' PERCEPTIONS OF SKILLS REQUIREMENTS FROM FIELDWORK 
Chapter 9A looked at perceptions of skills required for employment from the perspective of 
education as identified in the literature. This chapter looks at direct evidence, accessed in 
part by the collaborative study referred to in Section 8.13 to 8.17, appertaining to the 
identification by teachers in Higher Education of skills required for employment. 
9.9 Introduction 
It is proposed that teachers earlier experiences would colour, albeit imperfectly, their 
impressions of employment requirements. Therefore, Section 9.13 will look at possible 
derivations of teachers' perspectives of the skills required by their students for employment 
by examining the participants previous experiences within industry described both in terms 
of duration and recency to their current teaching situation. 
Other influences on their perspectives were discussed in Appendix 2 when the pressures of 
changes such as the education initiatives were described. Course design and development 
as discussed in Section 9.5.1, for the majority of teachers, had become an essential part of 
their job, therefore, attention was directed at the consequences of the demands of such 
initiatives. 
Teachers particularly received attention in this study because, it was claimed: 
" .......... they are the key to unlocking the future .......... and because they 
have been neglected and misunderstood in attempts at school reform". 
(Fullan & Hargreaves 1992:136) 
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The fieldwork relating to teachers' perspectives on the skills required for employment will 
be discussed in the following sections. This part of the study sought to identify, by means 
of a questionnaire, 
• staff perspectives on the kinds of skills required of their graduate 
students by the social and economic forces of the European Market, 
• staff perspectives on the teaching methods which develop those skills 
Data and discussion a propos the second factor appear in Chapter 10. 
9.10 Questionnaire Design 
The general content, format and design of the questionnaire has been described in Section 
8.15. A copy of the questionnaire for teachers appears in Appendix 3. The question 
relevant to skill identification included a double column answer sheet, a format which 
enabled teachers to write the skills in one column and the associated teaching methods in 
the adjacent column. Additional to these questions, the questionnaire had included 
questions related to non educational employment experience and staff development issues. 
Both were aspects of interest in this study; the former having relevance for personal 
experience of the skills required for employment, the latter indicating teachers views of 
requirements for their own professional development. 
9.11 Fieldwork Design 
The fieldwork design has been presented in Section 8.16 and a description of the 
participating institution was given in Section 8. 17. In all respects the selection of course 
areas and process of distribution remain the same those described therein. The subject or 
course specialist areas explored were chemistry, nursing and midwifery, management 
studies (exemplified by retail, hospitality and tourism), hotel and catering, applied 
languages, engineering and education. In other words, the same areas that were used for 
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examination of student perspectives. As indicated in Section 8.16, teachers views ,,,ere 
similarly investigated early in the Spring Term 1993. 
The questionnaire was distributed, with an addressed envelope, to every full time member 
of the teaching staff in the departments in which the courses listed above resided. In total 
177 questionnaires were issued and an approximate equal number were completed within 
each course area. A 35% return rate was achieved following a sensitively formulated 
reminder i.e.62 in total. Considering the pressures previously intimated, and discussed 
further in Appendix 2, under which staff were working this was considered to be a 
reasonable response. There was a proportion of 58% male and 42% female respondents, 
the representation of which was in concurrence with the ratio that was predominant in the 
different departments. Thirty-nine of respondents provided their names and telephone 
numbers in response to an enquiry about their willingness to participate further in the study 
through interview. This large percentage (63%) was satisfying but could be considered to 
be, perhaps, a biased sample in that it could constitute the 'less busy' members of staff. 
However, on reflection, it is more likely to reflect the fact that these participants had a 
particular interest in the topic area. This was borne out during the subsequent interviews. 
9.12 Ethos and Culture of Participating Institution 
As described in Section 8.17 the university demonstrated an employment orientated ethos 
through the courses it offered and by the emphasis placed on the work experience 
incorporated within those courses; this was readily apparent from the publicity materials 
provided by it. That teaching staff in the Higher Education institution were supportive of 
maintaining contact with the 'world of work' was evident from how frequently they listed 
visiting students on work placements, as well as doing consultancy and research as part of 
their professional responsibilities. 
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Hoffman, Hudson & Hudson (1991) had indicated that teachers' orientation influenced the 
priority they allocated to the goals of education. It, therefore, seemed very likely that the 
teachers participating in the fieldwork would likewise be influenced in the skills they 
identified by their orientation. This it is suggested would, at least in part, be determined 
by their prior experience with industry or commerce so a question had been included in the 
questionnaire that investigated the length of teacher's prior industrial, service or 
commercial experience and the recency of this experience. This is described in the 
following Section. 
9.13 Experience of Participants 
Non-teaching employment for the participating teachers ranged from 'no experience' to 29 
years experience. Comparisons of the lengths of time the teachers had spent in non-
educational employment and the length of period since the non-educational employment are 
presented below. The period of time since employment outside of education was included 
since it was felt that this would give an indication of the degree of 'up-to-dateness' of the 
teachers understanding of the requirements for employment within their own particular 
field. 
Non-educational employment Period since Non-educational employment 
Years 
none 
up to 4 years 
5 to 9 years 
10 to 15 years 
19 to 29 years 
% 
21% 
31% 
13% 
24% 
11% 
Years 
up to 4 years 
5 to 11 years 
14 to 19 years 
21 to 35 years 
% 
27% 
27% 
27% 
18% 
The data indicated that less than a quarter of the teachers had no prior experience of 
working in industry, commerce or the service sectors. The largest proportions of non-
educational employment had been for periods of up to four years, a comparatively short 
experiential length of time, and ten to fifteen years which represents a reasonably long 
period of employment that was not based in education. 
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The period since non-educational employment indicated that a little over a quarter of the 
teaching staff from Higher Education that participated in this study had been otherwise 
employed within four years of their employment in teaching. Likewise, a little over a 
quarter of the teachers had been employed outside of education within both eleven years 
and nineteen years of taking up teaching but that for under a quarter of participants this 
experience had occurred some considerable time previously. The consistency of these 
figures could be taken to demonstrate a balanced distribution in time since non-educational 
employment for the respondents of this study. The fairly even distribution of non-
educational employment experience for the respondents across the time bands might be 
taken to suggest an absence of bias in anyone particular direction. 
9.14 Teacher Participants 
It was part of the study design that only those members of teaching staff employed on a full 
time basis complete questionnaires. The intention had been to minimise the influences that 
employment, other than that of teaching, might have upon the teachers interpretations of 
skills requirements. Unbeknown a few of the respondents, although employed full time in 
education, were also able to actively participate in hislher particular industry. Rather than 
select out these questionnaires, thereby constructively moulding the data, the information 
remained because they formed part of the comparatively small contingency from the senior 
management. Careful examination of the skills identified by these participants did not 
reveal them to be greatly different from those who did not have the benefit of the dual-
elnployment opportunity either in terms of number of skills identified nor types of skills. 
It was recognised, however, that this would provide another interesting avenue for further 
investigation - the comparison between teachers in dual-employment situations with those 
employed in teaching alone - but again this was not the direction of focus at this time nor 
was there a sufficient number of participants in this category to encourage this analysis in 
this study. To explore this further would require a different study and a different research 
strategy. 
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All the teaching staff reported face to face teaching as the mode of operation; this meant 
personal contact between teacher and students rather than by, for example, a distance 
learning method. The vast majority of teachers taught students who were attending Higher 
Education on a full time basis on either undergraduate or post graduate courses. Over 
50% of these students were within the 17 to 21 year old category, approximately 20% were 
22 to 26 years or over 32 years of age, whereas those in the bracket 27 to 31 years were in 
the minority. Only in one or two cases did the age group of students for particular 
teachers predominantly fit one single age band category; most of the teachers reported 
teaching students from all age ranges. 
9.15 Explicit Skill Identification 
Teachers were asked to list on the aforementioned two column table, Section 9.10, the 
general employment skills that they hoped their course would develop in their students. 
They were advised that 'these should not be knowledge base or subject specific but those 
skills which could be used in any job'. In addition the teachers were asked to indicate 
which of the skills identified they thought were the three most relevant or important skills. 
As with the data obtained from students, examples of the statements provided by teachers 
are presented in Table XVI at the end of this Chapter. Again, this is not a complete list 
but a fair representation of teachers responses excluding, as before, the obvious statements 
for the categories unless these were the only ones given. 
The sample statements provide a comparison between those skills identified by teachers 
and those identified by students, presented in Table X at the end of Chapter 8B, and by 
'industry' in Table VI at the end of Chapter 7B. Comparison is also possible with the 
statements presented in the literature from the Tables provided at the end of Chapter 7 A 
(Table III - Employers' Perspective), Chapter 8A (Table VII - Students' Perspective) and 
Chapter 9A (Table XI - Educations' Perspective). 
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9.16 Analysis of Data 
As in Section 8.20, the categories identified and frequency with which statements in that 
category were mentioned by teachers were used to compile spreadsheets; from these the 
percentage of mention for each category was calculated and used to generate Figure 11. 
As indicated in Section 5.4.2 category titles and allocation of statements to the categories 
were checked by independent researchers for general applicability. 
9.17 Interpretation of Data 
The following discussion is based on Figure 11, overleaf, which is subject to the same 
caveat regarding percentage values as indicated previously, Section 7.11.1. 
The skills most frequently identified as necessary for employment by the teachers were 
those related to 'Problem solving', 'Seeking and Handling Information', 'Thinking' and 
'Communication'. The former three skills might be considered to be those traditionally 
acknowledged as developed by the experience of a Higher Education. The skills least 
frequently mentioned by the teachers were 'Information Technology', 'Decision making' and 
'Work Focused Orientation'. It could be that the development of these skills were not 
thought to be within the domain of the education by the teachers in this study possibly as a 
result of expectations that students would already possess the necessary skills in 
Information Technology and that the remaining two categories of skills would be developed 
once the students entered employment. 
The remainder of the skills, identified within the middle range of frequency, were, in order 
of decreasing frequency of mention, 'Personal coping skills', 'Interpersonal', 'Planning and 
Organisation', 'Reasoning and Arguing', 'Analysing and Evaluating', 'Numeracy and 
Literacy', 'Team Work' and 'Presentation'. Again, 'Numeracy and Literacy' may have been 
mentioned less frequently due to assumptions that these skills would have been developed 
to a satisfactory level in compulsory education. 
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9.18 Comparison of Research Data with Literature Review 
The list of skills identified from the literature presented in Table XI at the end of Chapter 
9 A were subjected to the process of categorisation in compliance with the procedure 
described in Section 5.4.2. The same procedure and category selection criteria were used 
on the skills identified by the fieldwork of this study so that consistency of categorisation 
could be achieved and comparison could be made. On every occasion of classification, 
however, statements which did not readily fit an existing category were used to generate 
additional categories. 
The frequency of mention of skills in each category was used to indicate the hierarchical 
order of the skills identified for both fieldwork and literature and these appear in Table XII 
in order that the same comparison can be made as was reported in Section 7.12 for 
employers and Section 8.22 for students. 
TableXll Comparison of Skills Identified by Education 
in Hierarchical Order 
Fieldwork Literature 
Personal Coping Skills 5 3= 
Interpersonal Skills 7= 6= 
Seeking & Handling Information 2 6= 
Numeracy & Literacy 10= 8= 
Planning & Organisation 6 3= 
Communication 3= 1 
Presentation 12 15 
Team work 10= 2 
Information Technology 14= 13 
Work Focused Orientation 13 10= 
Thinking 3= 10= 
Reasoning & Arguing 7= 14 
Analysing & Evaluating 9 8= 
Problem Solving 1 5 
Decision making 14= 16 
Qualifications 0 12 
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The preceding Table indicates that 'Conununication' skills were frequently mentioned by 
both participants in this study and by those reported in the literature. There were several 
skill categories for which the difference in frequency of mention between fieldwork and 
literature ranged between one and three positions in the hierarchy only. Skills where there 
was only one position difference were 'Interpersonal', 'Analysing and Evaluating' and 
'Information Technology'. Those skills where there was two position differences were 
'Personal coping', 'Conununication', 'Numeracy & Literacy', 'Presentation' and 'Decision 
making'. Skills which appeared less closely matched in the hierarchies, with a difference 
of three positions, were 'Planning & Organisation' and 'Work Focused Orientation'. 
'Seeking & Handling Information' and 'Problem solving' were not so closely identified but 
did appear in the upper end of the hierarchy for both sources of information. 
The hierarchical positions of only three skill categories differed considerably between the 
frequency of mention in the literature compared to that from the fieldwork. 'Team work' 
appeared at the upper end of the hierarchy for the literature derived data and at the lower 
end for the fieldwork. The situation was reversed with regard to the skills of 'Thinking' 
and 'Reasoning and Arguing'. Finally, the fieldwork participants had not identified skills 
categorised as 'Qualifications' at all whereas they had appeared in the literature but at a 
low level of frequency of mention. 
In a similar manner to that used for the employers and students data, the analysis of the 
data was extended to examine the actual differences in frequencies of mention in order to 
identify the magnitude of the similarities and differences between the fieldwork and the 
literature data. Figure 12, overleaf, indicates the skills identified by the literature, labelled 
'Literature' on the diagram, together with the skills identified by the participant teachers, 
labelled 'Fieldwork' on the diagram. 
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It was possible to identify from this figure some similarity between the two sources of data. 
In particular it was noteworthy that, in general, the expectations of the teachers closely 
resembled the published requirements attributed to 'education'. With a difference of two 
or three percentage points only the fieldwork teachers identified the skills of 'Seeking and 
Handling Information', 'Presentation', 'Thinking', 'Reasoning and Arguing', and 'Problem 
solving' slightly more frequently than these skills appeared in the literature. In contrast, 
the teachers gave slightly less emphasis to the requirement for 'Personal Coping', 
'Interpersonal', 'Numeracy and Literacy', 'Planning and Organisation', 'Analysis and 
Evaluation', and 'Decision making' skills compared to the expectations expressed in the 
literature. The hierarchical order of frequency had suggested a greater difference than was 
indicated by consideration of the information presented in Figure 12. For example 
'Thinking' and 'Reasoning and Arguing' appeared in the upper half of the hierarchy for the 
fieldwork and the lower half for the literature but there was less than three percentage 
points different in frequency of mention terms. Concern about drawing conclusions from 
hierarchical order alone were previously expressed, in Section 8.22. 
The areas where there seemed to be most dysjunction between the viewpoints of the 
teachers from Higher Education and those expressed in literature related to 
'Communication', 'Team Work', 'Information Technology' and 'Work Focused Orientation'. 
When frequency of mention was taken into account a somewhat closer interpretation of 
views would have been derived than from examination of the hierarchical order alone, with 
the exception of 'Team work' that is. 
If these skills were considered to be particularly important by employers then this 
dysjunction might indicate a possible reason for the apparent dissatisfaction with the 
education standard of students entering employment. Before any inferences were made 
regarding these discrepancies it was deemed important to compare these results with those 
achieved by the literature and fieldwork components from the perspectives of employers 
and students. This will be examined in Section 22 onwards when triangulated comparison 
will be made of the literature and fieldwork results. 
The priority given to specific skills had been an issue examined with the student 
participants in this study, Section 8.23. Similarly, the teachers' questionnaire had 
contained an item that requested participants to identify the three skills that they considered 
to be most relevant or important for employment. This aspect is addressed in the ne}"1 
Section. 
9.19 Prioritisation of Skills 
The same procedure was adopted for analysing the teachers' prioritised skills as that 
described for the students in Section 8.23. The teachers also identified skills that required 
the introduction of new category headings. This was dealt with in a similar way to that 
discussed in Section 8.23 referring to the students. 
The Table XIII, overleaf, indicates the skills most frequently identified by the teachers in 
the fieldwork as prioritised among the most important or relevant, these have been 
arranged in hierarchical order of frequency of mention. 
This Table indicates that the skills most frequently identified by teachers as among the 
most important or relevant were a good mix of cognitive and humanistic, interactive skills. 
The prioritised skills were then analysed for the percentage frequency of mention with 
which each skill was identified as being in first, second or third position of importance and 
this information is presented in Figure 13 on page 9.36. 
9.34 
T ABLE XIII SKILLS MOST FREQUENTLY IDENTIFIED AS BEING THE 
THREE MOST IMPORTANT OR RELEVANT BY TEACHERS 
SKILL HIERARCHICAL ORDER 
Communication 
Thinking Skills 
Planning and Organisation 
Problem Solving 
Personal Coping Skills 
Analysing and Evaluating 
Interpersonal 
Reasoning and Arguing 
Seeking and Handling Information 
Work Focused Orientation 
Presentation 
Team Work 
Research 
Decision Making 
1= 
1= 
3= 
3= 
5= 
5= 
7 
8 
9= 
9= 
11= 
11= 
11= 
14 
The following Figure indicates that the skills that consistently appeared in first, second and 
third positions of most relevant/important were those related to 'Personal Coping', 
'Interpersonal', 'Communication', and 'Thinking Skills'. Skills which appeared in each 
ranked position but not to quite such a high degree of consistency were 'Planning and 
Organisation', 'Work Focused Orientation', 'Reasoning and Arguing' and 'Problem solving'. 
It would, therefore, appear that all the aforementioned skills were regarded as being most 
important or relevant for work. Other skills appeared with less consistency. For 
example, 'Seeking and Handling Information', 'Presentation', 'Decision making' and 
'Research' appeared either in second and third position but not first and 'Team Work' 
appeared in first or second but never third. 
The skills which did not appear among those prioritised by the teachers as among the three 
most important or relevant were those related to 'Numeracy and Literacy', 'Information 
Technology' and 'Qualifications'. 
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The absence of 'Numeracy & Literacy' and 'Information Technology' skills may have been 
due to the propositions raised in Section 9.1 7, namely that these were considered to have 
been developed elsewhere. With regard to 'Qualifications', although statements made on 
the questionnaires gave the impression that the participating teachers were very much work 
orientated, it has to be acknowledged that Higher Education has, traditionally, been more 
concerned with 'liberal education'. The absence of this category from the prioritised lists 
might well indicate this predisposition among the participants in this study. Alternatively, 
they may have interpreted Qualifications to encompass specific knowledge and the 
questionnaire had requested that this should not form part of the skills considered. 
9.20 Discussion of Prioritised Skills 
When the participants were not restricted to a limited number of skills those from the 
University mentioned most frequently the skills of: 
'Problem solving', 
Seeking and Handling Information', 
'Communication' , 
'Thinking', 
'Personal coping', 
'Planning and Organisation', 
'Interpersonal' , 
'Reasoning and Arguing', 
'Analysing and Evaluating'. 
It would appear from this that the teacher participants from Higher Education had the view 
that both humanistic and cognitive skills were developed by their courses and, by 
implication, are important for employment. The responses indicated not only an emphasis 
on what has traditionally been referred to as cognitive skills, for example thinking skills 
and problem solving, but also suggested raised awareness of the need for interpersonal 
skills and personal coping strategies. 
When prioritisation was imposed the consistent skills indicated most frequently, from 
comparison of overall frequency of skills identified and prioritised skills identified in 
Figures 11 and 13 respectively are indicated overleaf: 
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personal coping skills; 
interpersonal; 
planning and organisation; 
communication; 
thinking skills. 
When required to focus on the most important skills the teachers in this study no longer 
identified 'Problem Solving', or 'Seeking and Handling Information' but concentrated more 
on the personal and interactive qualities. An interesting aspect was the consistent high 
placing of communication skills in prioritised and non-prioritised identification. This 
aspect will be considered further in Chapter 11. 
Comparison was made of teachers prioritisations with those of their students, from Table 
IX in Section 8.24. This indicated that, whilst there was some degree of commonality 
regarding hierarchical order of 'Communication', 'Planning and Organisation' and 'Personal 
coping' skills, in general the two groups demonstrated differences of view covering which 
skills ranked most important. 
9.21 Conclusion to Teachers' Perspective 
One aim of the fieldwork, as indicated in Section 9.8, had been to identify teaching staff 
perspectives on the kinds of skills required of their graduates when entering the 
employment market. This had been addressed by the completion of a questionnaire and 
this Chapter has presented and discussed the data derived from this. The results indicated 
that: 
• given complete freedom of choice the skills identified most frequently by the teachers 
from Higher Education were those of problem solving, seeking and handling 
information, thinking skills and communication; 
• 
• 
work focused orientation, decision making and information technology were 
indicated to be considerably less important than most other skills 
communication appeared within the top three places in order of frequency of 
mention both for the fieldwork participants and in the literature 
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In order to examine the implications of these results comparison was made betw'een 
employers', students' and teachers' perspectives. This follows in the next Section. 
9.22 Triangulated Comparison of Skill Requirements 
The literature had been reviewed in terms of skills requirements from the perspectives of 
employers, students and teachers and reported in Chapters 7 A, 8A and 9A respectively. 
Likewise, the fieldwork had been completed to identify the perspectives of a sample from 
industry, and a sample of students and teachers from Higher Education, and is reported in 
Chapters 7B, 8B and 9B respectively. In each case, the fieldwork data had been 
compared with the literature data and this has been presented in the relevant Chapters. It 
was, therefore, possible to achieve an overall comparison of the various viewpoints and 
this follows. 
9.22.1 Review of Perspectives from Literature 
The percentage frequency of mention of skills identified by employers, students and the 
education sector were used to compare skills in order of hierarchical frequency. This is 
presented in the following Table XIV. 
From the Table it was possible to identify the similarities and differences in hierarchical 
order of the skills identified by 'industry', the students, and the education sector as indicated 
in the literature reported in Chapters 7 A, represented in Table III, 8A, represented in Table 
VII, and 9A, represented in Table XI. 
The skills for which the most consistent hierarchical order of frequency of mention was 
demonstrated at the upper end of the hierarchy were those of 'Personal coping strategies', 
'Communication', 'Team work', 'Planning and Organisation' and 'Interpersonal skills'; 
'Numeracy and Literacy' in the middle of the hierarchy; and 'Information Technology' and 
'Decision making' at the lower end of the hierarchy. 
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TABLE XIV SKILLS IDENTIFIED IN LITERATURE SEARCH B IN HIERARCHICAL ORDER 
INDUSTRY STUDENTS EDUCATION 
Personal coping skills 1 1 3= 
Interpersonal skills 4= 5 6= 
Seeking/handling information 9 7 6= 
Numeracy & literacy 7 8= 8= 
Planning & organisation 4= 3= 3= 
Communication 2 2 1 
Presentation 10= 8= 15 
Team work 3 3= 2 
Information Technology 14= 14= 13 
Work orientation 8 13 10= 
Thinking skills 6 6 10= 
Reasoning/Arguing 14= 0 14 
AnalysislEvaluation 10= 11 8= 
Problem solving 5 12 5 
Decision making 10= 14= 16 
Qualifications 10= 8= 12 
The table also indicates skills where the hierarchical order of mention was the same, or 
very similar, for education and students, these were 'Seeking and Handling Information'. 
A similarity of hierarchical order for education and industry appeared for the skills of 
'Problem Solving' and 'Reasoning and Arguing' whilst 'Analysing and Evaluating' and 
'Thinking Skills' appear in the same approximate hierarchical position for industry and 
students. 
It would not be surprising to find such a high degree of convergence of hierarchical order 
of mention of skills from the literature generated data. As mentioned in Section 7.7, the 
majority of the studies from which this information was derived had used the literature to 
formulate lists of skills for selection in response to one or more questions. Examples of 
the nature of the questions was indicated in Sections 7.7 and 8.10. Whether such 
consistency would be apparent were no such 'cued responses' to be the case was one of the 
aspects investigated in this study and this is examined in the following Section. 
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9.22.2 Review of Perspectives from Fieldwork 
As before, the percentage frequency of mention of skills identified by industry, students 
and the education sectors from the fieldwork were used to compare skills in order of 
hierarchical frequency. This is presented in the following Table XV. Again, from this it 
was possible to identify the similarities and differences in hierarchical order of the skills 
identified as indicated in the fieldwork reported in Chapters 7B, (industry represented by 
the combined values in Table IV of Section 7.11.1), Chapter 8B (students represented in 
the fieldwork component of Table VIII of Section 8.22), and Chapter 9B (teachers 
represented by values in the fieldwork component of Table XII of Section 9.18. 
TABLE XV SKILLS IDENTIFIED IN THE FIELDWORK IN HIERARCHICAL ORDER 
INDUSTRY STUDENTS TEACHERS 
Personal coping skills 9 4 5 
Interpersonal skills 2 2 7= 
Seeking/handling information 10 10 2 
Numeracy & literacy 11= 13 10= 
Planning & organisation 4 7= 6 
Communication 3 1 3= 
Presentation 13= 6 12 
Team work 7 5 10= 
Information Technology 15 16 14= 
Work orientation 5 7= 13 
Thinking skills 1 14= 3= 
Reasoning! Arguing 6 11 7= 
AnalysislEvaluation 8 9 9 
Problem solving 13= 12 1 
Decision making 16 14= 14= 
Qualifications 11= 3 0 
The skills for which the most consistent hierarchical order of frequency of mention was 
demonstrated across all three groups of participants were those of 'Conununication' at the 
upper end of the hierarchy; 'Analysis & Evaluation' in the middle of the hierarchy; and 
'Numeracy & Literacy', 'Information technology', 'Decision making' and, to a slightly lesser 
extent, 'Planning and Organisation' at the lower end of the hierarchy. From the Table it is 
possible to ascertain skills where there was greater agreement between teachers and 
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students, for example 'Personal Coping', than with 'industry'. Similarly there were skills 
where students and representatives from 'industry' demonstrated greater similarity of 
mention, for example 'Interpersonal Skills'. 'Seeking and Handling Information', 'Team 
work', 'Work Focused Orientation' and 'Problem Solving'. Finally, there were examples 
where teachers and industry representatives demonstrated similarity of frequency of 
identification, these were 'Presentation', 'Thinking Skills' and 'Reasoning and Arguing'. 
If, as was argued in Section 6.5, education has failed to appreciate the requirements of 
employment it would be reasonable to expect that the skills identified by teachers, and 
possibly students also, would differ markedly in some way from those identified by people 
in the work environment. The lack of any such consistent pattern in this study, either in 
the type of skills identified or in the frequency with which they were mentioned, does not, 
therefore, lend support to this argument. Indeed, the instances of coincidence of 
perspectives would seem to suggest that the representatives from education and industry in 
this study were in quite considerable harmony regarding the skills required for 
employment. 
The extent of similarity of convergence of viewpoints identified in the fieldwork to that 
within the literature, in terms of similarity of hierarchical order of skills identified by all 
three groups of respondents appears for the skills of 'Communication', 'Information 
Technology' and 'Decision making' only. Hierarchical ordering of data can, as previously 
noted (Section 8.22), camouflage similarities, as well as differences, in magnitude of data 
and this is examined further in the following Section. 
9.22.3 Comparison of Magnitude of Skill Identification 
When the comparative data was used to produce a graphical representation the histograms 
presented on the following pages emerged. Figure 14 overleaf presents a comparison of 
the skills identified in the literature as deriving from employers, graduates and education. 
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It is interesting to note the high degree of similarity of shape of the three perspectives as 
identified in the literature although there existed variation in the magnitude of the frequency 
of mention of skills. There were only slight degrees of difference in the frequency of 
mention from all three perspectives for 'Interpersonal', 'Planning and Organisation', 
'Presentation', 'Team work', 'Work Focused Orientation', 'Thinking skills', 'Decision 
making' and 'Qualifications'. Where differences existed they were within two to three 
percentage values only and generally this was due to a slight over emphasis on the part of 
students and teachers. That there should be a high degree of similarity between the groups 
was not surprising when account is taken of the method of investigation. The use of lists 
of skills derived from the literature itself and selection from the provided lists have been 
discussed previously throughout these Chapters. 
The preceding Figure also indicates the skills where most discord in published views 
occurred, for example, 'Personal coping', 'Communication', 'Seeking and Handling 
Information', 'Information Technology', 'Numeracy and Literacy', 'Analysing and 
Evaluating', and 'Problem solving'. Skills mentioned more frequently by 'employers' 
identified in the literature occurred only in the case of 'Personal Coping' skills, for all the 
other skills the discord was in the direction of greater emphasis mostly occurring by 
'education'. These are skill areas where the literature indicates the need for further 
investigation so that greater synergy of perception between employers and educators could 
be achieved. 
Figure 15 overleaf indicates the same comparison of frequency of mention of skills by the 
groups that participated in the fieldwork of this study. This also indicates a degree of 
accord between the different perspectives of students, teachers and industry; the latter 
represented by the combined data of participants from the 'Company' and the 'Profession'. 
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The skills for which there was convergence of magnitude of mention, ,yithin two to three 
percentage values, were those of 'Planning and Organisation', 'Presentation', 'Team work', 
'Work Focused Orientation', 'Analysing and Evaluating' and 'Decision making'. The 
overall similarities appear greater than would have been expected had hierarchical analysis 
alone been considered. 
From the preceding Figure it is also possible to infer that teachers emphasised 'Problem 
solving', 'Seeking and Handling Information' and, to a lesser extent, 'Analysing and 
Evaluating' more than did those employed in industry. The participants from industry, 
however, gave considerably greater emphasis to skills categorised as 'Personal coping', 
example of which appeared in Table VI at the end of Chapter 7B, and to a lesser extent to 
'Information technology'. F or all the remaining skills the perspectives of 'industry' and the 
teachers was very similar, differences amounting to less than one percentage value of 
frequency of mention. 
Of particular interest was the greater degree of discrepancy between the viewpoints 
expressed by the students in the study and those of 'industry'. In particular, the students 
were at variance with industry in under-emphasising skills with regard to 'Personal coping', 
'Information Technology', 'Thinking skills', 'Reasoning and Arguing', and 'Numeracy and 
Literacy, whilst over emphasising 'Interpersonal', 'Communication', 'Team work' and 
'Qualifications'. From this it is interesting to speculate that perceptions of education as 
not providing what industry requires may be due to the failure of students to perceive the 
importance of those skills most required by employers. Opportunities to develop the skills 
may exist but the students' preconceptions about skill requirements might prevent them 
from actively developing particular skills. Alternatively, students may possess the skills 
but do not demonstrate them because they do not perceive the need to. This indicates an 
aspect which teachers need to address and this will be discussed further in Chapter 12b. 
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9.23 Overall Conclusions of Skill Requirements 
Throughout the investigation, in the aspects of both literature searches and fieldwork, 
certain skills consistently appeared to be mentioned and have appeared in the upper level of 
the various hierarchical lists presented in this and the previous chapters. These skills 
were: 
• communication 
• personal coping strategies 
• interpersonal 
• team work 
The skills which consistently seemed to be mentioned least frequently were those related to 
• decision making 
• information technology 
The study has been able to identify skill categories for which employers indicated a greater 
demand than seemed to be appreciated by those in education. In particular skills 
categorised as 'Personal coping' stand out; specific attributes encompassed within this 
category have been listed in Table VI at the end of Chapter 7B, Table X at the end of 
Chapter 8B and Table XVI on the final page of this Chapter. 
It is acknowledged that the skills identified could have fallen within rather more limited 
categorisation, for example the cognitive, management, inter-relationship domains. It had 
been tempting to reduce the number of categories employed in this study in order to 
eliminate the need to designate individual items to two or more categories; in other words 
to make the categories exclusive. This strategy was, however, instinctively not adopted 
because it was felt that it would considerably reduce the richness of the information gained. 
This judgement received support from the observation that useful comparisons would not 
be possible if the categories were too broad and contained too much data (Dey 1993). 
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It seemed reasonably at this stage to conclude that the study had indicated a difference in 
degree of importance placed on actual skills required rather than any major differences in 
perceptions of skill requirements. Having reached this conclusion the next stage was to 
identify the means by which the skills could be developed. The question of which teaching 
methods were considered appropriate for the different skills is addressed in the next 
Chapter. 
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TABLE XVI CATEGORY HEADINGS AND SKILL DESCRIPTIONS - EDUCATION FIELDWORK 
Personal Coping 
Interpersonal 
Seeking & Handling 
Information 
self confidence, self audit, assertiveness, flexibility, self motivation 
personal interaction, people skills, networking, customer skills. 
interviewing clients 
seeking and handling information, data handling, developing 
a theory base, integration of information 
Numeracy& Literacy apply numerical skills, report writing, note taking, ability to 
write decent English, reading comprehension, study skills 
Planning/Organisation management, time management, prioritising, manage own roles and 
responsibilities, structuring and sequencing, plan and execute tasks 
Communication interviewing, closed/open dialogue, listening skills, oraVspoken/graphic 
Presentation 
Team skills 
presentation skills (oral and written), marketing, seminar skills, 
learn to work with others, work effectively in cooperation with 
others, valuing contributions, leadership 
Information Technology computer and fax literacy, use of range of technological equipment 
and systems, word processing, spreadsheets, databases, graphics 
Work orientation recognise need to maintain current perspective of industry and its 
place in society, understand working in industry, cosmopolitan 
outlook, current industrial methods/approaches 
Thinking logical thought, positive thinking, reflection and reorientation 
Reasoning & Arguing synthesising an argument, development of logical arguments, 
listening and comprehending complex arguments, reasoning by 
analogy 
Analysing & Evaluating analytical powers, reflective interpretations and analysis of experiences, 
the ability to question/challenge existing practices and procedures 
Problem solving 
Decision making 
ability to apply theoretical concepts to the solutions of problems, 
think critically about solutions obtained, estimate reliability and 
accuracy, identify and analyse problems 
decision making 
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CHAPTER lOA 
TEACHING METHODS IDENTIFIED FOR SKILL DEVELOPMENT 
Chapters 7, 8 and 9 examined, firstly from the literature (in parts 'A') and then from the 
fieldwork (in parts 'B'), the skills identified as being requirement for employment from the 
perspectives of industry/employers, students and education/teachers respectively. This 
Chapter examines the teaching methods thought to develop those skills as derived from the 
perspectives of those most intimately involved with the learning situation, the teachers and 
the students. The introduction of the Teaching Assessment Exercise (HEFCE 1994) 
affirmed the importance of the quality of teaching in Higher Education. Examination of 
teaching methods was considered particularly important for this study since, although 
student learning is the focus of education, the teaching that supports learning is also 
important. In other words: 
"One of the central purposes of educational practice and research is the 
improvement of learning. But behind the mastery of learning stands the 
mystery of teaching" 
(Hargreaves 1994: 141) 
It is to be recognised that prevalent conditions and culture presented in Appendix 2 would 
also impact on teachers' viewpoints relating to teaching methods. 
10.1 Introduction 
This part of the fieldwork component was carried out with teachers and students in the 
Higher Education institution described in Section 8.1 7 . Using the responses of these 
participants it was possible to make the following analyses: 
• 
• 
• 
Teaching methods identified as beneficial for developing the skills required for 
employment. 
Identification of viewpoints from perspectives of students and teachers in 
Higher Education. 
Comparison of views of students and teachers in Higher Education. 
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In addition, the information gained from the questionnaire made it conceivable to identify 
those teaching methods the participants felt best developed each of the skill categories 
mentioned in Chapters 7, 8 and 9. The immensity of the amount of data can be 
appreciated. It was recognised that the wealth of data generated made for greater 
difficulty in data analysis (Denicolo 1988) and that, had every avenue of investigation been 
followed through, a thesis of several volumes would have resulted. Thus, for the purpose 
of this thesis, inclusion will be restricted to discussion of any trends or patterns in the main 
teaching methods identified by students and teachers as developing employment skill. 
Comparison with the viewpoints expressed by the students in the study will be made where 
they differ from those presented by the teachers. The analysis of the teaching methods 
associated with developing particular skills will be indicated and briefly discussed in Part 
B of this Chapter. 
This part of the chapter addresses the teaching methods identified in general as being 
connected with the development of the skills identified as necessary for employment. 
These skills are the ones identified in this thesis and, as noted in Section 5.2, there was no 
consistent terminology used in the literature. Indeed, since concluding the fieldwork and 
during the process of writing this thesis the term 'key skills' has appeared. In this Chapter 
the skills will be called 'employment skills' throughout in order to distinguish them as the 
skills identified by this study. Again, due to the abundance of material on teaching 
methods it was necessary to limit discussion to a sample of the literature merely to 
elaborate points raised by this study. 
10.2 The Need to Investigate Teaching Methods 
The reasons for including investigation of teaching methods were encompassed within the 
following statement which emphasises that teachers in Higher Education require support in 
the development of their pedagogical skills as do other teachers: 
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" ......... during the next twenty years, there should be much more serious 
research on the whole matter [of teaching methods]. This would make it 
possible to propose, with conviction, that those who teach in higher education 
should, like school-teachers, be required to learn their trade. The weakness 
so far of attempts to make training in higher education teaching a general 
policy has been the difficulty of giving any convincing answer as to what the 
training should include." 
(Carter 1980:82) 
The concern in the fieldwork was not so much with general training of teachers for Higher 
Education although the sentiments were appreciated particularly in the new climate of 
education. The interest in this study was with the development and teaching of 
employment skills. It had been reported that, whilst academics realised the value of such 
qualities as personal transferable skills (Drew, Nankivell & Shoolbred 1992), the real 
question was how best such skills could be taught. Whilst recognising that skill 
acquisition was an integral part of educational experience, reference has been made to the 
lack of discussion about the nature, relative importance and most appropriate method of 
imparting these skills (Winstanley 1992). 
Traditionally it had been assumed that these skills and qualities would automatically be 
acquired through contact with the education process; this had been termed 'learning by 
contagion' (Jaques 1991) but Cox (1994) had argued that particular types of teaching and 
learning methods were required. Thus, skill acquisition was seen to drive the selection of 
methods. The reverse rotational pull was recognised in that the impetus for skill 
acquisition was also seen to derive from the more demanding and varied teaching and 
assessment methods that students had to cope with. This was seen to be a consequence of 
the greater importance attributed to the processes as well as to the product of learning 
(Clarke & Tomlinson 1995). Indeed, as the Enterprise in Higher Education Initiative, 
introduced in Section 2.6 as one of the major thrusts of skills development, had raised the 
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importance of both development of transferable skills and student-centred learning 
activities (Corrigan, Hayes & Joyce 1995) the two seemed to be inextricably linked. 
Carter (1980) had argued that educational institutions tended to adopt teaching methods 
that were much more standardised than was appropriate to the variability of the students. 
Institutions do not, of themselves, adopt teaching methods as his words would seem to 
imply. Rather, teachers adopt teaching methods or styles but it should be recognised that 
institutions can, through the processes of resourcing and rewarding, have considerable 
impact on how those methods are put into practice. In addition, it had been noted that 
selection of teaching methods could be influenced by political implications, departmental 
culture, pressures of custom and practice (Ashcroft & Freeman-Peck 1994). The actual 
situation regarding teaching methods is probably, therefore, influenced by a combination of 
many factors. It has, however, been argued that teaching methods must serve a more 
particular purpose in relation to motivating students and should be selected so as to inspire 
curiosity for lifelong learning (CIRE 1992). 
The choice of teaching methods felt by the participating teachers to be beneficial for the 
development of employment skills is the focus of all that follows. 
10.3 Fieldwork 
As described in Section 5.4.1, the main instrument used in the fieldwork for collecting 
information on perceptions of requisite skills for future employment and the teaching 
luethods used to develop them was a questionnaire for students and a similar one for 
teachers. The latter included additional questions, for example relating to non-teaching 
employment experience and perceived priorities for staff development, not present in the 
questionnaire for students. 
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The development, design and structure of these questionnaires have been described in 
Section 8.15 and copies provided in Appendix 3. Details of the participants and their 
educational context have been provided in Section 8.18 for students and in Sections 9.13 
and 9.14 for teachers. 
10.4 Analysis of Data 
Before presenting the information gleaned from the fieldwork in relation to teaching 
methods for developing skills it is necessary to indicate how the vast array of data was 
dealt with in order to extract some meaning from it all. In some instances the teaching 
methods had been identified by the participants in somewhat clipped and specific terms, for 
example: 
Role Play; 
Research; 
Tutorials; 
Group Work; 
Lecture; 
Assessment. 
It was recognised that the actual processes involved with each technique might vary. For 
example, it was not known whether 'Lecture' referred to the strictly didactic mode of 
knowledge transmission or if it encompassed some components of discussion, question and 
answer, and so on. Similarly, for different participants the size of the groups in the 'group 
work' category might differ; there could be variance in the actual processes or learning 
strategies used within the group work, and so on. F or the purpose of categorising for this 
study, as discussed in Section 5.4.2 in relation to skill categories, attention was directed to 
the actual terminology used by the participants. It was recognised that full justification 
for the categories identified could only be achieved by actual observation of the learning 
sessions thus labelled by the participants. In this way, providing there was convergence of 
opinion from sufficient observers, one might feel reasonably certain of consistencies in 
terms used. Such an extension of this study is elaborated in Section 12.23 when the way 
forward for the research/researcher is considered. 
Where participants used terms which seemed to share certain characteristics, the teaching 
methods identified by the participants were analysed for similarities of these attributes, for 
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example type of activity, interactivity of learners or focus of tasks. Examples of how 
these teaching methods were grouped to form categories appear in the following 
descriptions: 
Activities which involved two way communication between student and student, or 
teacher and student, with an indeterminate function or purpose identified. For 
example, 'discussion', 'debate', and 'question and answer'. 
Activities which involved students working on problems, either in groups or 
alone, for or from which solutions could be generated but the means of expressing 
these were unspecified. For example, 'exercises', 'problems', and 'case study'. 
Activities which involved students responding to set problems or situations for 
which they had to present formally their solutions or ideas. For example, 
'project', 'assignment', 'written work', and 'reports'. 
Activities which involved students, either alone or in groups, verbally and/or 
visually presenting their ideas for understanding and comment by an 'audience'. 
For example, 'presentation' and 'seminar'. 
Situations which relied on the interaction or observation of a teacher who acted 
overtly as a 'model' for certain behaviour which the observer would be 
required to replicate. F or example, 'demonstration' and 'observation of expert'. 
Situations where the teacher acted, unintentionally, as a 'model' for behaviour 
that might be emulated by the observer. For example, 'example set by teacher' 
and 'contact with the teacher'. 
Situations where the learner was expected to put into practice what they had 
learned or observed, or where they learned by trial and error. For example, 
'practicals', 'laboratory', 'workshops', and 'work or industrial experience'. 
Situations where learners were encouraged or required to interact with other 
learners for the purpose of reflection, guidance, support, sharing of problems, 
assessment and so on. For example, 'self assessment', 'peer assessment', 'peer 
support', 'reflection' and 'peer guidance'. 
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The numerous teaching methods identified by participants were, in this way, used to 
identify sixteen teaching method categories. It was recognised that the selected categories 
could be open to alternative interpretation. For example, 'Research', a teaching method 
identified specifically in that terminology by participants, was felt to be an eclectic term 
which encompassed discussion, contact with supervisor, observation, presentation, written 
report, and so on. Similarly, several of the categories could involve group work, in 
particular, for example, debate, role play, seminar, and project. 'Face to face' was 
identified by participants as a teaching method and this might also equally be valid for all 
of the other categories if one were to interpret it to mean teaching methods which did not 
rely on distance learning techniques such as telecommunications, self study materials and 
video links. 
As stated, the categories and teaching methods linked to them were kept true to the terms 
adopted by participants. It became necessary, however, to formulate categories because, 
if left as individual teaching methods, the sixteen categories would have extrapolated into 
over thirty individual methods and this would have been cumbersome for analysis. In 
addition, the intention was to examine more closely what lay behind the skills identified. 
This was achieved using the teaching methods as the elements for the repertory grid 
investigation, as discussed in Chapter 11. Such an approach would have been totally 
unmanageable, for participants and researcher, had the teaching methods been left as 
'independent' teaching strategies. Rather than bias the elements provided by making a 
selection of some from the many, and in recognition of the way in which the data 'naturally' 
fell into categories, the decision was taken to allocate the separate methods into the sixteen 
overarching categories for questionnaire data analysis and discussion throughout this part 
of the study. As with categorisation of the skills, independent researchers were used to 
achieve consensus of the categories. The same categories were used for the repertory grid 
interviews to ensure consistency in the design. The frequency of mention of the teaching 
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methods were calculated using a spreadsheet and the next section discusses those identified 
by all the participants who completed and returned the questionnaire. 
10.5 Teaching Methods Indicated for Developing Skills 
The questionnaire asked participants to indicate, opposite the skills identified, those 
teaching methods they felt would 'most contribute to the development of each skill'. As 
stated in Section 10.1 it was possible to ascertain from the questionnaires the teaching 
methods identified as beneficial for developing specific skills. The overall teaching 
methods identified are presented in Figure 16 overleaf. This indicates the approximate 
frequency with which the two groups of participants identified teaching methods and the 
data is indicated both separately and combined. As indicated by the caveat in Section 
7.11.1, the percentage values appearing on this Figure are not precise, rather they reflect 
the idiosyncrasies of the spreadsheet programme used to generate the histogram. The 
Figure does provide a picture of the trends in the data and the specific numerical values 
were little different from those represented on the Figure. 
Comparison of the distribution of identification of teaching methods can be ascertained 
from Figure 16 overleaf. This provides a graphical representation of the frequency of 
mention of the different teaching methods by the participating groups in this study and was 
used to ascertain any differences in emphasis there might be between the viewpoints of 
students and teachers. 
From this Figure it was possible to achieve greater insight into differences in perceptions of 
teaching methods of students compared to teachers. This type of understanding would be 
advantageous when teachers were considering which teaching method to adopt for the 
encouragement and participation of students. 
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With the frequencies of mention combined for the two groups an overall representation of 
the teaching methods considered to develop 'employment' skills could be ascertained. With 
the data separated the differences in height of the bars indicated the degree of similarity 
and variation between students and teachers identification. Analysis and discussion of the 
combined and separated data appears in the following Sections. 
10.5.1 Teaching Methods Identified Overall 
The combined data from teachers and students indicated that the most frequently identified 
teaching methods for developing employment skills in order of decreasing frequency of 
mention, were those of: 
Practical, Laboratory, Workshop, Work Experience; 
Project, Assignment, Written Report; 
Tutorials; 
Group Work; 
Example of/Contact with Teacher; 
Presentation, Seminar; 
Lecture. 
The teaching methods which were less frequently identified overall in this study, again in 
order of decreasing frequency of mention, were those of: 
Exercises, Problems, Case Study; 
Reading, Individual Work; 
Discussion, Debate, Question & Answer; 
Research; 
SelflPeer Assessment, Guidance, Support; 
Face to Face; 
Role Play; 
Demonstration, Observation; 
Assessment. 
The general implication of this seemed to be that a range of teaching methods were seen as 
appropriate by both students and teachers. Whether specific teaching methods were 
identified as more appropriate for certain skills will be examined in Chapter lOB. 
The above lists indicate that, for the participants in this study, teachers and students, the 
teaching methodls most frequently identified as beneficial for developing the general skills 
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discussed in this thesis were those which involved the individual in applying and/or putting 
into practice the learning. Use of learning was also apparent in the second most frequently 
identified teaching method, that of the 'Project, Assignment, Written Report' category. 
The third most frequently identified teaching method, that of 'Tutorials' would need some 
clarification. Frequently in the past this method had been used to describe a one-to-one, or 
two-to-one, working relationship between students/learners and the teacher, in other words 
the Oxbridge model. Personal experience of running staff training workshops in 
Universities had indicated that this was no longer such an appropriate definition and 'mass 
education' had drowned possibilities of replicating it anyway according to Corrigan, Hayes 
& Joyce (1995). It was not possible to examine the parameters by which this teaching 
method was interpreted from the questionnaire however. This issue will be returned to in 
Section 10. 16 and Chapter 11 when the interviews are discussed. 
From Figure 16 it is possible to ascertain that the teachers and students identified 'Role 
Play', 'Demonstration, Observation', 'SelflPeer Assessment, Guidance, Support', 'Project, 
Assignment, Written Report', 'Exercises, Problems, Case Study', and 'Face to Face' within 
the same approximate frequency of mention, that is to within a difference of one or less 
percentage points. Other teaching methods that were also identified within similar 
frequencies of mention, approximately two to three percentage values of difference, were 
'Tutorials', 'Presentation, Seminar', 'Reading, Individual Work' and 'Research'. 
This indicates that the teachers and students achieved a close similarity of frequency of 
identification for ten out of the sixteen teaching method categories and suggests that the 
teachers and students in this study had very similar perceptions as to the sort of teaching 
methods that would develop the employment skills in general. 
The teachers and students demonstrated divergence of viewpoints for the remaining 
teaching method categories. Figure 16 indicates that there was less divergence for 
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'Lecture', a five percentage difference between the reported identifications, than for 
'Discussion, Debate, Question and Answer', 'Example of/Contact with Teacher' and 'Group 
work' where the difference of mention extended to approximately eight percentage points. 
The teaching method category for which there was greatest difference in frequency of 
mention was that of 'Practical, Laboratory, Workshop, IndustriallWork Experience'. 
Although these teaching methods were identified most frequently by both groups of 
participants, the students mentioned these methods almost twice as frequently as did the 
teachers. This could indicate a degree of importance placed on these methods by students 
that the teachers did not appreciate. This difference in perception is one that teachers 
should be aware of and could respond to for the greater benefit of developing employment 
skills. Instances in which students gave greater frequency of mention to specific teaching 
methods could represent lost opportunity for teachers, for example with 'Lectures', 
'Practical, Laboratory, Workshop, Work Experience' and 'Group Work'. Instances in 
which teachers gave greater frequency of mention to specific teaching methods could 
indicate unrealistic expectations on the part of the teacher or situations where the students 
needed to be made aware of the benefits of the method. 
The comparison represented by Figure 16 not only enabled a check to be made to ensure 
that a particular section of the participants had not biased the results but indicated some 
interesting features which warranted further examination. The following Section 
elaborates on these issues. 
10.5.2 Comparison of Teaching Methods Identified by Students and Teachers 
Comparisons in participant responses have been made in this study by reference to the 
frequency of mention arranged in hierarchical order. The frequency of responses with 
regard to teaching methods identified by students and by teachers are presented in Table 
XVII. 
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Table XVII Hierarchical Order of Teaching Methods Identified 
as Developing the 'Employment' Skills 
Teaching Method Students Teachers 
Discussion, Debate, Question & Answer 16 5 
Example of/Contact with Teacher 8 2 
Tutorials 5 4 
Role Play 12 12= 
Demonstration, Observation 13 15 
Self/Peer Assessment, Guidance, Support 10 12= 
Presentation, Seminar 6 6 
Lecture 4 8= 
Project, Assignment, Written Report 3 3 
Exercises, Problems, Case Study 7 10 
Practical, Laboratory, Workshop, Work Exp. 1 1 
Reading, Individual Work 9 7 
Research 14= 11 
Face to Face 11 12= 
Group Work 2 8= 
Assessment 14 0 
If hierarchical order, based on frequency of mention, can be taken as indicative of priority 
of importance, this Table indicates that 'Practical, Laboratory, Workshop, IndustriallWork 
Experience', 'Projects, Assignments, Written Report', 'Presentations, Seminars', 'Tutorials', 
'Reading, Individual work', 'Role Play', and 'Face to Face' appeared within the same or very 
similar relative order for both students and teachers when compared to the remaining 
teaching methods. There appeared a slightly higher degree of difference in the order 
achieved by 'Demonstration, Observation', 'Self/Peer Assessment, Guidance, Support' and 
'Research' but these did not indicate a particularly significant difference for either group of 
participants. This, again, could indicate a degree of uniformity of viewpoint regarding the 
contribution these teaching methods make toward skill development. 
The frequency with which 'Example of/Contact with Teacher' and 'Discussion, Debate, 
Question and Answer' had been identified resulted in these teaching methods appearing 
higher in the list for teachers than they did for students. This could indicate areas where 
there were misconceptions concerning the value of these methods for developing 
employment skills, either in terms of teachers over-estimation or, indeed, students under-
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estimation. Similarly, 'Group Work', 'Lecture' and 'Exercises, Problems, Case Study' 
appeared higher on the list for students than they did on the teachers' list. These 
differences might, as before, indicate where the value of the methods are over-estimated by 
the students or under-estimated by the teachers. Alternatively, such differences could 
indicate perceptions of skill development associated with specific teaching methods which 
were apparent to, or appreciated by, one participant group but not by the other. Whatever 
the reason for the differences, they indicate, it is suggested, examples where further 
investigation would benefit both parties, for example by research into how precisely the 
methods were seen to develop the skills. 
10.6 Issues Raised by Students' Identification of Teaching Methods 
The teaching methods which received scant attention from the students, the techniques of 
'Discussion, Debate, Question and Answer', are methods which many teachers may adopt 
on the assumption that they are means by which students can be actively involved in the 
learning situation and where the process of shrewd questioning could help to crystallise 
thoughts, evaluate contributions, develop and express ideas. Certainly, Table XVII above 
indicates that 'Discussion, Debate, Question and Answer' appeared toward the upper end of 
the hierarchical order of teaching methods identified by teachers. Presumably, teachers 
would also offer the argument that any and everyone, including the leamer, can be the 
enquirer and the contributor. The position relegated to these techniques by examination of 
the students responses in this study suggested that the students were not so enamoured of 
these methods. It was possible that they appreciated the argument presented by Jarvis 
(1995), namely that these Socratic approaches, being teacher centred, merely lead to the 
students' acceptance of the teacher's perception of reality. Indeed, worthy of note is Jarvis' 
suggestion that these teaching strategies require teachers to possess particular skill in the 
use of questions and sensitivity in the way they respond to students. 
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It was interesting to observe that the students placed the 'Lecture' among the methods most 
frequently mentioned. This method has received adverse comments from a variety of 
directions but this study has suggested that students still appreciate it as a learning 
technique. Also of interest were the low positions in the hierarchical order of student 
responses to 'Research' and 'Assessment' as methods for developing skills; Perhaps, had 
the question included subject knowledge and expertise, the situation would have been 
different. Discussion of these teaching methods will be returned to in Chapter liA. In 
this context, it is, furthermore, to be recognised that had the question referred to methods 
of learning employment skills rather than the teaching of them, the responses may well 
have differed. The quotation from Hargreaves (1994) in the preamble to this Chapter 
indicated the juxtaposition of teaching and learning. In addition, it is proposed that the 
extent to which teaching and learning can be described as separate and/or independent 
activities is debatable and this in itself is a fundamental issue that needs to be addressed by 
educationalists. It was considered, however, that for this study students, and possibly 
teachers, would be more familiar with the language of teaching methods than with that of 
learning activities. 
Finally, the methods identified most frequently by students as developing employment skills 
were active and experiential teaching methods, for example: 
• practical, laboratory, workshop, work experience 
• group work 
• tutorials 
These are typically methods which involve interaction with and the involvement of 
experienced mentors, peers and tutors. This would seem to indicate that the students in 
this study were suggesting that all these players were important for the development of 
employment skills. In addition, methods intimately linked with coursework, for example 
exercises, problems, case study, projects, assignments and written reports, were also 
identified as important. 
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10.7 Issues Raised by Teachers' Identification of Teaching Methods 
With the exception of 'Example of/Contact with Teacher', in second position in the 
hierarchy, all the other teaching methods in the top five positions in the hierarchical order 
of teachers' responses could be classified as 'interactive' teaching methods. This indicates 
that they would require the active participation of the learners, either with each other, with 
the teacher or both. This finding was contrary to the generally accepted view of learning 
in Higher Education as the passive reception and absorption of the teachers' knowledge 
during non participatory lectures and seminars (Assiter 1995). The table, however, also 
indicated the presence of 'Reading, Individual work' and 'Lecture' within the top half of the 
hierarchy, methods that have traditionally been associated with Higher Education. 
Worthy of note is the comparatively low position of 'Research' within the hierarchy, 
appearing in eleventh position. This was somewhat surprising in view of the fact that the 
participating teachers taught on a range of undergraduate and postgraduate courses and 
yet, apparently, did not perceive 'Research' as a means by which skills required for 
employment could be developed. It is possible to surmise that teaching and research were 
seen by the participants in this study as two separate and distinct activities, both 
conceivably carried out by teachers and not students. Such a view would not be 
surprising since official assessment exercises and funding arrangements for teaching and 
for research are separate entities. Alternatively, perhaps, the teachers in this study did not 
perceive 'Research' as a method which could be taught, viewing it rather as a process 
learnt, without formal instruction, by individuals. 
The teaching methods least frequently identified by the teachers as developing employment 
skills were: 
Demonstration, Observation; 
Role Play; 
SelflPeer Assessment, Support, Guidance; 
Face to Face 
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These methods had appeared in a similar position for the students. Since the teachers 
reported in interview infrequent adoption of them as techniques in their teaching sessions 
the low frequency of mention by the students might be accounted for by their inexperience 
of these as teaching methods. Discussion, during the repertory grid interviews, with a 
sample of the teachers had indicated that those who were aware of these teaching methods 
felt that there was insufficient time to adopt them within their teaching sessions. The need 
to 'cover the syllabus' or course content was frequently quoted as the reason why these 
more student-centred (initiated/controlled) and exploratory techniques were not widely 
used. 'Face to Face' has been omitted from serious consideration in this thesis because of 
the issue raised, in Section 10.4, concerning lack of singularity of identification. 
Assessment in general was a teaching method that was not mentioned by the teachers as 
being appropriate for developing skills for employment. This was extremely surprising in 
view of the common assumption that formative assessment helps with the development of 
skills and understanding. It is to be recognised, however, that projects and assignments 
might be considered as formative assessment and just as students may adopt learning 
strategies based on their perceptions of the assessment system (Marton, Hounsell & 
Entwistle 1984), so too may teachers adopt assessment related teaching methods. 
Traditionally, Higher Education had been more concerned with summative assessment 
methods, in particular written examination, and the sample of teachers in this study might 
not have had any length of experience with formative methods to discover the subtleties of 
their use. Whether this was the case might have been indicated by examination of the data 
from the Further Education sector of education but discussion of this, as indicated in 
Section 5.4.1, has had to be relegated to another forum. Further discussion relating to the 
absence of identification of 'Assessment' in general as a teaching method will be presented 
in Chapter 12 particularly with regard to the implications this might have for staff 
development. 
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10.8 Conclusion to Chapter 
This chapter has looked at the teaching methods felt to contribute most to the development 
of the general skills, discussed in Chapters 7, 8 and 9, that were considered to be of use in 
any job. The information about teaching methods, like that of the skills, was derived from 
questionnaires that had been completed by students and teachers in Higher Education. 
The general conclusions that were drawn from this data were that: 
• the teaching methods that most consistently appeared in the top three 
positions, based on frequency of mention, were methods which required 
the application of learning to practice, for example practical work, work 
in the laboratory, workshops and work experience; 
• 'Group work' was another teaching method that received consistent 
mention by the participants in this study although the teachers did not place 
the same degree of importance on this method as did the students; 
• students and teachers in Higher Education seemed to be fairly consistent in 
unison in their views although some particular methods were mentioned more 
frequently by students than by teachers, for example 'Lecture', 'Exercises, 
Problems, Case Study', 'Practical, Laboratory, Workshop, Work Experience' and 
'Group work'; 
• teachers and students identified a high number of teaching methods which does not 
support commonly expressed views that teaching in Higher Education is restricted to 
a few of the more didactic approaches; 
• several teaching methods received little or no mention with regard to the 
development of employment skills, for example 'Role Play', 'Demonstration, 
Observation', 'SelflPeer Assessment, Support, Guidance', 'Research' and 
'Assessment' . 
The degree of consistency between identification of teaching methods and the frequency of 
mention by students and teachers encouraged the viewpoint that the question and approach 
had been reasonable. The volume of responses related to the development of emplo) ment 
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skills were taken to indicate that there was no uncertainty as to the processes by which they 
might be taught/learned. This, on the surface, appeared to be in contrast to the findings of 
Drew et al (1992) who identified feelings of uncertainty about how the skills might be 
learned as well as casting around for who should be responsible for teaching or developing 
them. 
The indication of low frequency of mention for several of the teaching methods, in 
particular 'Role Play', SelflPeer Assessment, Support, Guidance', 'Research' and 
'Assessment', was both surprising and disturbing. These were the methods that were felt 
to possess considerable potential for the development of employment skills and yet the 
results had not demonstrated similar views by the participants. The results of the teaching 
method inquiry indicated, therefore, that appropriate development of pedagogical skills was 
still required: 
" .......... the academic community should be encouraged to try new kinds of 
teaching and learning, but care must be taken to respect the integrity of the 
internal values of ......... education" 
(Barnett 1990:61) 
The reasons underlying the identification of teaching methods would, no doubt, have 
provided clues as to the impetus for choice. The questionnaire used did not incorporate 
this sort of investigation but interviews directed at this specific issue might have resolved 
the discrepancy. It is to be recognised that teaching methods frequently derive from, inter-
relate with, and are part of course design. Indeed, Brennan & McGeevor (1988) had 
referred to the need for course teams to review methods of teaching, learning and 
assessment for the improvement of transmission of employment skills. Allan et al 
(1995: 81) raised the possibility that this can be a mere 'restyling job where old practices 
are preserved underneath'. Conventionally, testing learners knowledge had been the 
function of assessment so this may be the 'remnant' interpretation remaining for the 
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participants. Similar fixed perceptions by students of assessment had been observed by 
Jackson & Prosser (1989) who recognised the problem as fundamental. 
The requirement for staff development to enable or encourage adoption of alternative 
teaching methods was apparent in observations by Drew, Nankivell & Shoolbred (1992) of 
academics valuing the skills but needing advice on how to develop them. 
The link between skills identification and teaching method, however, seemed to persist 
since it was felt to be impossible to adopt different teaching styles for skills about which 
precise descriptive knowledge was lacking. The lack of conceptual models for teaching 
these skills, raised by Drew, Nankivell & Shoolbred (1992), had not been addressed by the 
questionnaire used in this study. This issue was, however, at the basis of my recognition 
for the need for further investigation through interview. This will be discussed in Chapter 
11. 
The following part of this Chapter looks briefly at the specific teaching methods identified 
as developing the particular skills identified by the fieldwork participants in this study. 
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CHAPTER lOB 
ASSOCIATIONS BETWEEN TEACHING METHODS AND SKILLS 
Chapter lOA discussed the teaching methods identified by students and teachers in Higher 
Education. This discussion was from the general aspect of methods considered to be most 
suitable for the development of employment skills and comparison was made between the 
perspectives generated by the two participant groups. This Chapter examines the 
associations made between teaching methods and the development of particular skills. 
10.9 Introduction 
The information on which the discussion in the previous Chapter was based came from the 
questionnaires. The precise question had required that participants link the teaching 
methods they considered most suitable for development of the skill to each employment skill 
identified. It was, therefore, possible to ascertain from the data the teaching method most 
frequently identified as developing each and every employment skill from the perspectives of 
the teachers and the students. Similarly, it was possible to identify the employment skills in 
total that each teaching method was thought to develop. Again, this could be on the basis 
of the separate participant groups or overall. 
As stated in Section 10.1 an enormous quantity of information was available, more than 
could be reasonably presented and adequately discussed within the confines of this thesis. 
In addition, the aim of this study had been to achieve a greater understanding of the 
expectations of education in terms of the employment skills required and was not intended to 
be a thorough study of teaching methods. It, therefore, became necessary to make 
decisions about the amount and nature of the information on teaching methods to include in 
this thesis. The conclusion reached was that the selection should be in keeping with the 
purpose of this study and that it should also be of interest, and benefit perhaps, for readers. 
It was, therefore, decided to include just the main aspects identified in the study of teaching 
methods and this is what follows in this Chapter. It was, however, recognised that a reader 
10.21 
may wish to have travelled down a different route and to have explored different avenues 
than those presented here. Indeed, this is one, and only one, of the problems faced by a 
researcher when a considerable volume of data is generated by a study. If the journey was 
not to the satisfaction of the reader's preferences the argument proffered is that this was a 
personal record of a journey through the research domain and, as such, includes those 
sojourns which were felt important for the aim of the study. 
10.10 Some General Orienting Points 
Among other things, investigation of the data addressed the argument that many teaching 
techniques were geared almost exclusively to the dissemination of information (Jackson & 
Prosser 1989). This suggested an emphasis on the product at the expense of the process 
and it was felt that 'process' was very much what the employment skills identified in 
Chapters 7, 8 and 9 were concerned with. A course of action that would directly address 
any such criticism was the introduction of a separate course module directed exclusively at 
skills development. Adoption of this strategy might also alleviate the qualms of teachers 
who felt that skills development was not part of their remit (and there was one, but only one, 
who expressed those feelings in the study being reported) or who were anxious about their 
expertise in this field. One report on this aspect came from Drew et al (1992) who noted 
that subject teachers might be able to fit the personal transferable skills teaching perfectly 
into context but that they might not be capable of teaching the skills effectively. 
One difficulty of separating skills teaching concerned relating the skills sufficiently to the 
vocation. From evaluation of students views about a separate skills module Clarke & 
Tomlinson (1995) had concluded that skills could be more effectively and meaningfully 
developed when integrated into teaching of mainstream units. Mainstream education was 
also advocated by Butcher (1993) for developing skills and qualities of capability. In the 
study reported in this thesis, there were participants that were involved with 'mainstream' 
core course teaching and those who were specifically teaching the general skills required for 
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employment. Little difference was apparent in their responses to the identification of 
teaching methods for skills development. 
10.11 Teaching Methods Identified as Most Contributing to the 
Development of Specific Skills 
As indicated in Section 10.1 investigation of the data made is possible, from the 
perspectives of the participants in the study, to analyse the responses in two ways. This 
gave information about 
how each particular skill could best be developed, and 
what skills were developed by each different teaching method 
The overall teaching methods identified as developing skills were presented in Figure 16, 
and discussed in Section 10.5. The following sections discuss trends or patterns which 
were apparent in the teaching methods identified by the students and teachers in Higher 
Education as contributing to the development of specific skills. 
Whether or not the teaching methods identified were, in fact, the ones adopted by the 
teachers and/or experienced by the students cannot be known from this study. The format 
of the questions asked did not provide information that would enable a comparison to be 
made between espoused theories and theories in use. It was to some extent assumed that 
tried and tested methods would have formed the basis upon which choices were made. This 
was felt to be likely as the specific question asked participants to identify the teaching 
methods they felt would most contribute to the development of the general skills that they 
hoped their courses would develop in them/in their students. The assumption seemed 
justified for, as noted by Ashcroft & Foreman-Peck (1994), it is actual practice and 
reflection that generate knowledge of teaching methods. 
The associations made between teaching methods and specific skill development were 
considered to be particularly interesting in the context of this study and these are discussed 
in the following Sections. 
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10.11.1 Patterns in Teaching Methods-Skill Development Associations 
The discussion in this Section refers to Figures 17 and 18 which can be found on the next 
two pages. These figures, teaching methods identified as developing Problem Solving 
Skills and Work Focused Orientation respectively, provide illustration of the points made, 
the remaining teaching methods-skill associations mentioned appear in Appendix 4. 
F or the development of some skills a diverse range of teaching methods was identified, for 
example with 'Problem solving', 'Thinking', 'Analysing and Evaluating', 'Planning and 
Organisation', 'Personal coping skills', 'Reasoning and Arguing' and 'Communication'. 
Figure 17 illustrates this point. Whereas for other skills a much narrower range of teaching 
methods was identified, as for example for 'Presentation', 'Numeracy and Literacy', 'Work 
Focused Orientation', 'Decision making' and 'Information Technology'. These particular 
examples also indicate that the range of skills seemed to be narrower for those skills 
identified at low levels offrequency. Figure 18 illustrates this point. 
The frequency with which the teaching methods had been associated to the different skills 
on the whole varied quite considerably. For example, the associations for 'Problem 
solving', apparent from Figure 17, ranged from a 2% level for Discussion to almost 25% 
level for Tutorials. With 'Analysing and Evaluating', 'Decision making' and 'Work Focused 
Orientation', however, the range of frequency of teaching methods identified fell within two 
discrete levels of frequency only. This is illustrated in Figure 18. This could be taken to 
indicate that for some specific skills perceptions of ways of developing them were somewhat 
rigid whereas for other skills there was greater flexibility in the views on how they 
could/should be encouraged. 
10.11.2 Examination of Hierarchical Order and Teaching Method Identification 
The data seemed to indicate a link between the relative importance of the skills, as measured 
by frequency of mention, and the number of teaching methods identified as developing the 
skill. 
10.24 
Discussion, 
Debate, Q/A 
Example of/Contact 
with Teacher 
Tutorials 
Role Play 
Demonstration, 
Observation 
Self/Peer 
Assessment, 
Guidance, Support 
Presentation, 
Seminar 
Lecture 
Project,Assignment 
Written Report 
Exercises, 
Problems, Case 
Study 
Practical, Lab., 
Workshop,Work 
Exp. 
Reading, 
Individual Work 
Research 
Face to Face 
Group Work 
Assessment 
o (J'1 
% Frequency of Mention 
.....10. 
0'1 
I\.) 
o 
I\.) 
(J'1 
-f 
CD 
Q) 
(") 
~ 
::J 
(Q 
s: 
CD ,.... 
~ 
o 
c. 
CJl 
c. 
CD 
::J 
....... 
....., 
CD 
C. 
Q) 
CJl 
o 
CD 
< CD 
o 
"0 
::J 
(Q 
'1J 
., 
o 
0' 
CD 
3 
(f) 
o 
< 
::J 
(Q 
11 
(Q 
c 
., 
CD 
Discussion, 
Debate, Q/A 
Example of/Contact 
with Teacher 
Tutorials 
Role Play 
Demonstration, 
Observation 
Self/Peer 
Assessment, 
Guidance, Support 
Presentation, 
Seminar 
Lecture 
Project,Assignment 
Written Report 
Exercises, 
Problems, Case 
Study 
Practical,Lab. , 
Workshop, Work 
Exp. 
Reading, 
Individual Work 
Research 
Face to Face 
Group Work 
Assessment 
a 
% Frequency of Mention 
~ ~ ~ ~ w w ~ ~ ~ 
a ~ a ~ a ~ a ~ a 
-i 
CD 
ru 
() 
::::J" 
:::J 
co 
~ 
CD 
...... 
::::J" 
o 
C. 
C/l 
C. 
CD 
:::J 
...... 
~ 
CD 
c. 
ru 
C/l 
o 
CD 
< 
CD 
o 
-c 
:::J 
co 
ru 
~ 
o 
-, 
7\ 
II 
o 
() 
c 
C/l 
CD 
C. 
o 
:::J. 
CD 
:::J 
.... 
ru 
...... 
o 
:::J 
11 
<5. 
c 
-, 
CD 
Examination of the skills-teaching methods associations for the skills listed in Table XII, 
Section 9.18, attributed to the fieldwork indicated that, in general, those skills at the top of 
the hierarchical order were associated with a greater number of teaching methods. The 
following list indicates examples of skills identified most frequently by teachers and the 
number of associated identified teaching methods which illustrate this point: 
Problem solving 
Seeking & Handling Information 
Thinking Skills 
Communication 
12 teaching method categories identified 
9 teaching method categories identified 
13 teaching method categories identified 
10 teaching method categories identified 
Likewise, the skills toward the bottom of the hierarchy were associated with comparatively 
fewer teaching methods as apparent from the following examples: 
Decision making 
Information Technology 
Work Focused Orientation 
4 teaching method categories identified 
3 teaching method categories identified 
5 teaching method categories identified 
F or some skills, however, there appeared to be no such consistent relationship between the 
frequency of mention of a skill and the number of teaching methods thought to develop that 
skill. For example, 'Thinking Skills', 'Analysing and Evaluating' and 'Problem solving' 
were all indicated to be developed by twelve or more of the teaching method categories even 
though the skills were identified with low, medium and high levels of frequency respectively. 
There was quite considerable commonality in the specific teaching methods identified 
irrespective of the position of the skill. In general the teaching methods most frequently 
identified for the skill examples listed previously in this Section were 'Practical, Laboratory, 
Workshop, Work Experience', 'Example of/Contact with Teacher' and 'Tutorials'. 
The data from the study was examined to identify similarities and differences in 
perspectives of the student and teacher participant groups. It was felt that this would 
provide useful guidance for future training in, and adoption of, teaching methods for 
developing employment skills. The comparison follows under separately headed Sections. 
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10.12 Skills - Teaching Methods Associations Indicated by Students and Teachers 
Table XVIII indicates the teaching methods associated with specific skill development that 
students and teachers identified in common. 
TABLE XVIII SKILLS-TEACHING METHOD ASSOCIATIONS COMMON TO TEACHERS & STUDENTS 
Skills 
Personal Coping Skills 
Interpersonal 
Seeking & Handling Information 
Planning and Organisation 
Communication 
Presentation 
Team Work 
Work Orientation 
Thinking Skills 
Reasoning and Arguing 
Analysis and Evaluation 
Problem Solving 
Decision Making 
Teaching Method 
Practical, Laboratory, Workshop, Work Experience~ 
Presentation, Seminar~ Project, Assignment, Written 
Report~ Example of/Contact with Teacher~ Tutorials~ 
Exercises, Problems, Case Study~ Group Work~ Self! 
Peer Assessment, Guidance, Support~ Role Play. 
Example of/Contact with Teacher~ Tutorials~ Lecture~ 
Presentation, Seminar~ Project, Assignment, Written 
Report~ Practical, Laboratory, Workshop, Work 
Experience~ Group Work. 
Tutorials~ Practical, Laboratory, Workshop, Work 
Experience~ Reading, Individual Work. 
Reading, Individual Work~ Presentation, Seminar~ 
Lecture~ Project, Assignment, Written Report~ Practical, 
Laboratory, Workshop, Work Experience~ Group Work. 
Practical, Laboratory, Workshop, Work Experience~ 
Example of/Contact with Teacher~ Tutorials~ Lecture~ 
Presentation, Seminar~ Project, Assignment, Written 
Report~ Face to Face~ Group Work. 
Example of/Contact with Teacher~ Tutorials~Presentation, 
Seminar~ Project, Assignment, Written Report~ 
Practical, Laboratory, Workshop, Work Experience. 
Tutorials~ Role Play~ Presentation, Seminar~ Project, 
Assignment, Written Report~ Practical, Laboratory, 
Workshop, Work Experience~ Reading, Individual Work~ 
Group Work. 
Example of/Contact with Teacher~ Practical, Laboratory, 
Workshop, Work Experience~ Face to Face. 
Tutorials~ Reading, Individual Work. 
Project, Assignment, Written Report~ Exercises, 
Problems, Case Study~ Practical, Laboratory, Workshop, 
Work Experience~ Group Work. 
Practical, Laboratory, Workshop, Work Experience~ 
Tutorials~ Lecture~ Project, Assignment, Written Report~ 
Exercises, Problems, Case Study. 
Tutorials~ Practical, Laboratory, Workshop, Work 
Experience. 
Research 
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The preceding associations could be taken to indicate a convergence of viewpoints regarding 
the teaching methods appropriate for developing each specific skill. 
The skills of 'Information Technology' and 'Numeracy and Literacy' are absent from this list 
since the data from the students and teachers participating in this study indicated no 
consensus of methods for teaching/developing these skills. Possible reasons for this have 
been proposed in Section 9.1 7 . F or the remaining skill categories the degree of 
commonality varied from one to eight teaching methods identified by both groups of 
participants, the difference approximating to the frequency of mention with which the skill 
had been identified, for example, one method for 'Decision making' and eight for 'Personal 
coping'skills. 
10.13 Skills - Teaching Methods Associations made by Teachers Alone 
Table XIX indicates the teaching methods associated with specific skill development that 
were identified by the teachers from Higher Education, that is skill development - teaching 
method links that were not made by the students. The methods are presented in the Table 
in order of frequency of mention with the most frequently identified listed first. 
From this Table it is apparent that the teaching method most indicated by the teachers in 
this study, that had not been identified by the students, was that related to 'Discussion, 
Debate, Question & Answer'; this was linked with most of the skills as apparent from the 
Table. Other teaching methods which were frequently identified by the teachers and not by 
the students were those of 'Lecture', 'Example of/Contact with Teacher', 'Reading, 
Individual Work' and 'Presentation, Seminar'. It is possible the students did not appreciate 
the benefits these methods could provide for developing a range of employment skills. 
Alternatively, the teachers may have unrealistic expectations of these teaching methods in 
the function of developing such skills. For whatever reason, the discrepancies in viewpoint 
indicate areas that would benefit from further investigation. 
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TABLE XIX SKILLS - TEACHING METHODS ASSOCIATIONS MADE BY TEACHERS ALO:\E 
Skills Teaching Method 
Personal Coping Skills Discussion, Debate, Question & Answer; Reading, 
Individual Work. 
Interpersonal Discussion, Debate, Question & Answer; Reading, 
Individual Work. 
Seeking & Handling Information Reading, Individual Work; Example of/Contact with 
Teacher; Discussion, Debate, Question & Answer; 
Presentation, Seminar; Lecture; 
Numeracy and Literacy 
Planning and Organisation 
Communication 
Presentation 
Team Work 
Information Technology 
Work Focused Orientation 
Thinking Skills 
Reasoning and Arguing 
Analysis and Evaluation 
Problem Solving 
Decision Making 
Project, Assignment, Written Report; Practical, 
Laboratory, Workshop, Work Experience; Reading, 
Individual Work; Lecture; Discussion, Debate, Question 
& Answer; .Exercises, Problems, Case Study; Research. 
Example of/Contact with Teacher; Tutorials; Role Play; 
Discussion, Debate, Question & Answer; Research. 
Discussion, Debate, Question & Answer; Research. 
Self/Peer Assessment, Guidance, Support; Lecture. 
Example of/Contact with Teacher; Discussion, Debate, 
Question & Answer. 
Practical, Laboratory, Workshop, Work Experience; 
Exercises, Problems, Case Study; Research. 
Tutorials; Lecture. 
Example of/Contact with Teacher; Discussion, Debate, 
Question & Answer; Presentation, Seminar; Exercises, 
Problems, Case Study; Project, Assignment, Written 
Report; Role Play; Demonstration, Observation; Self/Peer 
Assessment, Guidance, Support; Lecture; Practical, 
Laboratory, Workshop, Work Experience; Research. 
Tutorials; Lecture; Presentation, Seminar; Discussion, 
Debate, Question & Answer; Reading, Individual 
Work; Research. 
Discussion, Debate, Question & Answer; Example 
of/Contact with Teacher; Self/Peer Assessment, 
Guidance; Support; Reading, Individual Work; Research; 
Face to Face; Presentation, Seminar. 
Example of/Contact with Teacher; Lecture; Exercises, 
Problems, Case Study; Group Work; Demonstration, 
Observation; Project, Assignment, Written Report; 
Discussion, Debate, Question & Answer; Role Play; 
Presentation, Seminar; Face to Face. 
Discussion, Debate, Question & Answer; Tutorials; 
Reading, Individual Work. 
10.30 
The extent to which 'Lecture' was included as a method for developing employment skills 
was particularly interesting. As discussed in Section 10.6 teachers' had denigrated this as a 
method for teaching per se. Either there was inconsistency between espoused theories and 
theories-in-use, or the teachers had been responding to what they perceived to be the 
required viewpoint. The latter alternative would seem to be feasible since published 
criticisms of teaching had raised awareness of the demand for experiential and innovative 
teaching methods, neither of which could be said to apply to the traditional view of the 
lecture. That the teachers in this study felt that lectures still had a place in teaching and 
learning was apparent from their inclusion of 'Lecture' for developing such skills as 'Seeking 
& Handling Information', 'Presentation' and 'Thinking Skills'. Whether this was for the 
benefit of developing these skills in students or in the teachers themselves cannot be said. 
10.14 Skills - Teaching Methods Associations Made by Students Alone 
Table XX overleaf indicates the teaching methods identified by the student participants that 
were not identified by the teachers. These are, again, listed in order of frequency of 
mention for the separate skills. 
The immediate impression gained from the following Table is one of comparatively fewer 
teaching methods identified by students than had been indicated by their teachers. 
Nevertheless, those listed provide an insight into teaching methods for which the students 
perceived benefits for the development of skills, advantages that did not seem to be apparent 
to the teachers in this study. This betokened the possibility that there were more diverse 
ways of developing the employment skills than the teachers alone had considered; in other 
words students indicated that familiar teaching methods could be utilised for the 
development of a wider range of skill than the teachers had identified. 
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TABLE XX SKILLS-TEACHING METHOD ASSOCIATIONS MADE BY STUDENTS ALO:\"E 
Skills 
Personal Coping Skills 
Interpersonal Skills 
Teaching Methods 
Assessment. 
Demonstration, Observation~ Role Play~ SelflPeer 
Assessment, Guidance, Support~ Exercises, Problems, 
Case Study. 
Seeking & Handling Information Exercises, Problems, Case Study. 
Numeracy and Literacy 
Planning and Organisation 
Communication 
Presentation Skills 
Team Work 
Information Technology 
Work Orientation 
Analysis and Evaluation 
Problem Solving 
Decision Making 
Qualifications 
SelflPeer Assessment, Guidance, Support~ Example of! 
Contact with Teacher. 
Exercises, Problems, Case Study; Face to Face. 
SelflPeer Assessment, Guidance, Support~ Role Play; 
Demonstration, Observation; Exercises, Problems, 
Case Study. 
Exercises, Problems, Case Study; Research~ Group Work. 
Face to Face~ Demonstration, Observation. 
Reading, Individual Work. 
Discussion, Debate, Question & Answer; SelflPeer 
Assessment, Guidance, Support~ Exercises, Problems, 
Case Study. 
Group Work. 
Reading, Individual Work. 
Project, Assignment, Written Report. 
Lecture~ Practical, Laboratory, Workshop, Work 
Experience~ Project, Assignment, Written Report; 
Exercises, Problems, Case Study~ Reading, Individual 
Work; Group Work~ Assessment; Presentation, 
Seminar~ Face to Face. 
In particular, the students indicated their perception of 'Exercises, Problems, Case Study' as 
advantageous for developing such skills as 'Interpersonal', 'Seeking & Handling 
Information', 'Presentation', 'Planning and Organisation' and 'Work Focused Orientation'. It 
was also interesting to note that, although not identified with a high level of frequency by 
students or teachers, the students perceived 'Self/Peer Assessment, Guidance, Support' as 
beneficial for developing the skills of ' Interpersonal', 'Numeracy and Literacy', 
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'Communication' and 'Work Focused Orientation'. Examination of the precise tenns used 
on the questionnaires indicated that the students emphasised the 'Guidance' and 'Support' 
aspects of peer interaction more than the 'SelflPeer Assessment' component of the category. 
With reference to the observations made in Section 10.7 concerning 'Assessment', it was 
particularly interesting to note that the students associated this method with two skills only, 
those of 'Personal coping' and 'Qualifications'. The link between assessment and coping 
strategies is especially concerning since much has been done within educational theory and 
practice to try to reduce the psychological affects of assessment. Yet the students in this 
study seem to have indicated that these persist and that the benefits claimed for fonnative 
assessment were not apparent to them. This, again, suggests an area where further 
investigation and development is warranted. 
With regard to the link between assessment and 'Qualifications', it was necessary to refer to 
the items designated to this category in order to attempt to understand the reason for the 
link. As indicated in Table X, at the end of Chapter 8B, this category encompassed 
statements concerning subject knowledge, general knowledge, technical or practical 
knowledge. The focus of the study, and therefore the questionnaire, had specifically not 
encompassed the 'knowledge' component of requirements for employment. The inclusion 
by students of such components could be taken to indicate their extreme concern regarding 
these aspects but beyond noting the range of teaching methods they felt would develop such 
components these will not be considered further in this study. 
The overall associations made between teaching methods and particular skills provided 
some interesting insights into the viewpoints of the teachers and students in this study. The 
are considered in the following Section. 
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10.15 Overview of Teaching Methods Identified as Developing Skills 
Comment related to the combined and individual viewpoints have been made in the 
preceding Sections; in this Section general observations will be made. These have been 
based on examination of the information presented in Tables XVIII, XIX and XX in the 
previous Sections. 
The existence of 'Lecture' as a teaching method has already been commented upon, Section 
10.13. The comparative infrequency with which this method had been identified and 
expressions concerning the inadequacies of the method were in contradiction to the number 
of skills for which this method was identified as appropriate. Comparison of the three 
Tables indicated above shows that four of the skills only were not considered to be 
developed by Lectures. These were 'Personal coping', 'Team work', 'Information 
Technology' and 'Decision making'. 
In view of the analysis of overall frequencies of mention of the different teaching methods 
presented in Section 10.5.1 it was not surprising to note the number of skills identified with 
'Project, Assignment, Written Report' (associated with 13 skill categories), 'Exercises, 
Problems, Case Study' (associated with 14 skill categories), and 'Practical, Laboratory, 
Workshop, Work Experience' (associated with all skill categories except 'Decision making'). 
The combination of 'Practical' and 'Laboratory' was one recognised by Carter (1980) who 
viewed these teaching methods as an opportunity for learning by doing. He also argued 
that 'Practicals' required the presence of the subject teacher because they provided occasions 
for discussion between teachers and students. On the topic of 'Workshops', Levy (1992) 
had relegated the precise function of developing interpersonal skills to this method. Clarke 
& Tomlinson (1995), however, considered that they functioned in a student-centred, 
integrative way for project work with teaching staff acting as consultants for advice and 
guidance. 
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Rather, it was the omissions that were of interest. 'Project, Assignment, Written Report' 
methods were not associated with developing skills in 'Information Technology' or Work 
Focused Orientation' by either teachers or students. The techniques encompassed within 
this category of teaching method offer considerable potential for the development of skills in 
'Information Technology' and the encouragement of a Work Focused Orientation' 
particularly if the projects etc. were linked to the workplace and a professional level of 
presentation was required. The omission of 'Team Work' from association with 'Exercises, 
Problems, Case Study' suggested that these techniques were not used to allow or enable 
students to work together on them. In view of the low level of identification of 'Decision 
making' skills it is not, perhaps, surprising that few teaching methods were associated with 
them, in particular 'Practical, Laboratory, Workshop, Work Experience'. In the market led, 
competitive climate that existed, however, it is suggested that the need to make decisions 
and develop skills in doing so will become more important as they are linked to efficient and 
effective performance for individuals and companies. 
The association between 'Discussion, Debate, Question & Answer' with the majority of the 
skill categories was largely produced by the teachers. There could be several alternative 
explanations for this; for example, the teachers might hold unrealistic expectations of the 
methods, the students might not appreciate the developmental opportunities provided by the 
methods or the techniques may not be carried out particularly well by the participants in this 
study. Either, or all, of these could be factors operating in this instance. There is a need 
for careful management of discussions and debates if students are to achieve the intended 
aims and the requirement for the practice of careful questioning techniques with these 
methods has been referred to in Section 10.6. 
Students did not identify, to the same extent as teachers, the techniques encompassed within 
the categories of 'Example of/Contact with Teacher', 'Presentation, Seminar' and 'Reading, 
Individual Work'. This may have been due to their lack of appreciation of the potential for 
the development of these skills by the teaching methods. The students in the study did, 
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however, seem to appreciate the potential of 'Group Work' to a greater extent than did the 
teachers. This, perhaps, signifies teaching methods where it is important that 
developmental potential be made more explicit both by teachers and by students for the 
benefit of each other. 
The teaching methods which appear from the Tables to indicate the greatest need for further 
investigation and development, in terms of teaching and learning, were those of 'Role Play', 
'Self/Peer Assessment, Guidance, Support', 'Assessment' and 'Research'. These methods 
were associated with less than half of the skill categories. In particular, Research is a 
learning process which involves responding to the new and often unknown in a proactive 
way and, as such, would seem to provide excellent training ground for many of the 
requirements of employment. 'Role Play' was an area that might benefit from further 
development particularly since Kelly (1955) had argued that role playing offered 
opportunities for developing, trying out and validating new constructs in order that 
graduates might make sense of what they were learning and be able to apply it to the work 
environment. Upon interviewing a sample of the participating teachers it was identified 
that role play was not a method with which they were particularly familiar or, indeed, 
comfortable. 
The failure of the teachers in this study to identify 'Assessment' as an independent method 
for teaching employment skills was discussed in Section 10.7. It was interesting to note 
that the students too had infrequently identified assessment as a teaching method for 
developing employment skills. This, perhaps, was an example of students mirroring their 
tutors behaviour! It had been argued that in some instances teaching methods which 
develop employment skills, in particular oral communication, were not assessed (Hitchcock 
1987). This indicated that the link between skills and assessment might perhaps be viewed 
as somewhat tenuous in some quarters. In contrast to this Drew, Nankivell & Shoolbred 
(1992) had argued that assessment of personal transferable skills was important in order to 
motivate students to appreciate their value. This is, perhaps, an echo of the query: 'if it's 
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not tested does it have to be learned?'. This might have been an issue that had not been 
addressed sufficiently within the Higher Education institution of this study. 
It was not too surprising, however, that assessment was not identified as a teaching method 
since it has so widely been used in a summative way and Brown & Knight (1994) had 
observed that the characteristics in which employers were interested were not informed by 
summative assessment. The punitive interpretation of assessment has been retained and 
maintained by the threats of repercussions, such as closure of schools or redundancies of 
staff, when poor performance is identified by the teaching assessment exercise or in the 
league tables. Assessment, such as examinations, had, traditionally, been seen as a means 
of measuring product and process had not been an aspect that had been included in 
traditional examinations. Transferable skills were a comparatively new area requiring 
assessment so perhaps they had not entered the repertoire for the teachers and students in 
this study. It might also be argued that some transferable skills are personality 
characteristics and these are difficult to assess, although situations might be provided to 
encourage their development. 
In conclusion, the extant situation seemed to be one where the full potential of a teaching 
method had not been appreciated or, alternatively, where it was not realised that a particular 
method was capable of developing a more diverse set of employment skills than at first 
appreciated. From inspection of the data in this study it was apparent that it might become 
more feasible for a teacher to adopt additional teaching methods when the viewpoints and 
practice of other experienced teachers were available (Fullan 1993). The provision of 
opportunities for this sort of appreciation were not general practice in Higher Education. 
This would require, for example, teachers visiting other teacher's classroom sessions, in 
their own and other educational institutions, in order to observe, discuss and share 
knowledge and practice related to teaching and learning. 
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One teaching method that is considered worthy of specific mention is that of 'Example 
of/Contact with Teacher', mentioned predominantly by the teachers. In the report 'Learning 
to Succeed' (National Commission on Education 1993) the function of teachers as powerful 
'role models' had been recognised particularly in terms of the influence they can exert on 
leamer's achievement. How important these sentiments were held to be was apparent from 
an appreciation that the teacher-student relationship is fundamental to good learning. 
Indeed, the nature of this interaction had been identified as one of the crucial variables for 
the promotion or hinderance of achieving quality in education (Slater 1985). One example 
of this came from Drew, Nankivell & Shoolbred (1992) who identified, from research in 
Birmingham, that students lost interest in learning when teachers were not good models for 
personal transferable skills. Similarly, de Corte (1992), from Belgium, had identified the 
importance of 'modelling' for fostering the acquisition of intellectual skills. The role model 
aspect is, therefore, one that warrants careful consideration by teachers and attention from 
teacher trainers. 
Corrigan et al (1995) had stated that the shift in concern with the introduction of National 
Vocational Qualifications to the development of 'occupational skills' required the 
reinstatement of discovery learning through student -centred learning activities. Interactive 
and student -centred approaches to teaching were introduced, in part, to dilute the notion of 
teacher-derived knowledge and teacher generated activity by directing attention to the 
benefits of utilising other sources of knowledge, experience and ideas, for example peers 
and people from industry. Indeed, such exchanges had been seen by lecturers as beneficial 
for the teaching of transferable skills (Hillman 1992). That the teachers in this study 
identified other teaching methods by which information could be obtained is indicative of 
their awareness of the benefits of utilising wider sources. That they so frequently identified 
'themselves' as one of the teaching methods seems counter to the student-centred ethos. It 
was not possible in this study to identify either the degree to which contact with teacher was 
seen as important or the nature of that contact that had led to it being identified as a 
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teaching method. In view of the indication from the Birmingham study above these would 
be areas that warranted further investigation. 
10.16 Discussion of Findings 
Overall, the most frequently identified teaching method for developing employment skills, 
and one which was consistently high for all parties in the study, was 'Practical, Laboratory, 
Workshop, Work Experience'. This would seem to indicate that the teachers and students 
in this study had, indeed, taken Carter's (1980) advice and no longer considered that 
learning has to take place in school, college or university but can occur elsewhere. Indeed, 
the workplace itself had been identified as 'one valuable theatre of learning' by Wright 
(1990:5). 
Cantor & Roberts (1986) had also recognised that work-based learning was an essential 
component of education. There was, however, report that in some areas in Higher 
Education the giving of credit for work experience was in its infancy (Allan, Blount, Dodd, 
Johnstone, Joyce, Walcott & Winstanley 1995). 
Work experience had been identified by Cumming (1988:23), in his study in Australia, in 
relation to the development of understanding 'about' work as well as knowledge of 
information 'for' work. Bailey (1995) had also identified the major aims of work 
experience placements as providing insight into the working environment and developing 
interpersonal skills in conjunction with work-based skills and knowledge. The National 
Commission on Education (1993), whilst recognising the scope for development of 
workplace social skills and attitudes that work experience offered, had warned of the need 
for good planning and debriefing. These requirements also became apparent to Allan et al 
(1995), who found considerable evidence of teachers non-involvement in the placement as a 
learning experience for students; apparently to the extent that teachers were unaware of 
what students had learned on work placement. Whilst Allan et aI's teachers appreciated the 
increased maturity of students after work experience, it was nevertheless seen by them to 
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have little educational value. Such observations had led them to reconsider the work 
experience component of their courses in terms of its integration with the classroom-based 
component and work -based performance criteria. A similar requirement for integration 
was deemed necessary in order that the workplace component of educational courses 
provided structured learning (Oates 1989). Indeed, the White Paper 'Towards a 
Partnership' (CIHE 1987) had similarly identified the importance of interweaving college 
learning and experience at work to achieve the best and most relevant development of 
employees. One strategy directed at achieving this was the introduction of profiles toward 
which work placement supervisors could contribute both in formulation and completion. 
Smith & Wilson (1992) had also investigated the learning experiences perceived to be most 
important for their contribution to developing skills. Like this study, they had found that 
their students identified work experience as the most important vehicle; other similarities 
were the prevalence given to tutorials and how little a part lectures played in factors 
contributing to skills development. Beyond these, the range of learning experiences differed 
from those in this study but Smith & Wilson (1992) also considered that the development 
and assessment of transferable skills was an important part of education at many levels. 
Similar concerns to those expressed above were apparent from the following statement: 
"There is clear evidence that the majority of young people enjoy work 
expenence. What is less clear is what young people learn in such activities" 
(Jamieson 1985:7) 
Indeed, Allan et al (1995), when reporting students' views of work experience, observed that 
students perceived that their learning had little relevance or usefulness to 
their work experience situation 
some tutors made no reference to the placement experience students had just 
completed and even behaved as if it had not existed 
learning achieved during work experience had not been included once students 
were back in college 
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Support for the selection of work experience as an appropriate teaching method came from 
the observation that the major learning that students had achieved during work experience 
concerned interpersonal skills and communication skills. However, employers' preference 
for graduates with relevant work experience was identified as due to the greater 'maturity 
and ability to be productive faster' of the students (Gordon 1983:60). 
Projects, Assignments, Written Reports, Exercises, Problems, and Case Study had all been 
identified as developing the majority of the employment skills in this study. Carter (1980) 
had referred to the stimulation of thought generated by essays, problems, practical work and 
proj ects and Hillman (1992) had referred to their appropriateness for developing core skills. 
If the context of carrying out the projects, assignment, exercises, problems and case studies 
were within a group situation then skills in relation to working with other people would also 
be enhanced. This development may, however, be limited to situations where the focus of 
the group work is task oriented. It also has to be recognised that group work and/or 
teaching is neither a single technique nor does it have a single goal but can encompass a 
wide variety of techniques within its ambit (Jackson & Prosser 1989). With group work a 
situation can be produced whereby students can provide some of the review and feedback 
considered so essential for formative learning and assessment (Brown & Knight 1994). 
When, however, personal attempts were made to introduce group assessment objections 
were raised, by both teaching colleagues and students; these were generally related to 
problems of fair apportioning of marks. 
Personal endeavours to incorporate a work orientation into project, assignment and case 
study approaches had resulted in integrated assignments, simulated exercises and simulated 
project-based activities. Arguments for these activities derived from their ability to build 
links between courses and industry, increasing programme value to industry, creating 
programme credibility and providing students with greater motivation to complete the 
exercises (Lynn & Taylor 1993). On the other hand, 'business simulations' were thought to 
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be counter-productive in that they trivialised the business process and failed to stimulate 
social aspects of work (Industry in Education 1996). 
Project work had been reported by Winstanley (1992) as a means by which students could 
undertake original research of their own which, it was stated, would develop critical 
analysis skills in relation to written material and data. Dyson (1995) had argued that in 
order to develop the flexibility and adaptability students would need, teachers would have to 
adopt a critical perspective to their teaching and that this would be demonstrated by 
undertaking research themselves. Indeed, he identified many similarities in the abilities 
needed for research to the requirements for good teaching, a link that was also identified by 
the National Commission on Education (1993) in particular with regard to the generation of 
an atmosphere of inquiry and 'intellectual excitement'. Research itself was one of the 
teaching methods identified specifically by the students in this study. 
The comparatively low frequency of identification of 'Group work' as a method appropriate 
for developing employment skills may have been due to the overlap with projects, 
assignments, exercises, and so on. In addition, group work may also be involved in 
tutorials, workshops, presentations, seminars (Ashcroft & Foreman-Peck 1994). Certainly, 
working with others provides understanding of the cooperative ethos in many work 
environments (Fullan & Hargreaves 1992). Cawley (1989) described a problem-based 
course which focused attention on problems likely to be met in professional life. He 
identified that this type of course enabled knowledge, attitudes, and skills to be addressed 
simultaneously. This approach was claimed to improve motivation and encourage 
curiosity, systematic higher levels of thinking, independence and retention, as well to 
increase acceptance of alternatives, tolerance of uncertainty, self generated activity, student 
responsibility and communication skills. One of the problems identified by Cawley (1989) 
with this approach was the added expense incurred due to the requirement for more staff 
time but this he counteracted with the greater gains for students. 
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Tutorials were frequently identified as teaching methods for developing skills, particularly 
by students. Jackson & Prosser (1989) considered that application and interpretation were 
the activities that particularly occurred during tutorials. These, they felt, were more a 
function of the personalities of the teacher and the students involved, however, than any 
specific attribute of the method. This would seem to indicate that tutorials would be 
successful for developing employment skills so long as those participating in the tutorials 
had good skills already. However, the difficulty of defining or describing tutorials and how 
they have changed in the timespan of this study has been referred to in Section 10.5. 1. 
The similarity between tutorials and seminars, and their potential for stimulation of learning 
was raised by Evans (1990) but the need for practice in, and management of, group 
dynamics in order to avoid them becoming frustrating experiencing for teachers and 
students alike has been advocated by Jaques (1991). If however, as indicated by this study, 
the majority of employment skills can be developed by tutorials then there are considerable 
implications for course planning and timetabling. 
A connection between lectures, seminars and assignments came from Hitchcock's (1987) 
discussion of how ideas raised in lectures were developed then presented and discussed by 
students in seminars. There was, he felt, a spin off for the production of better 
assignments. The 'Lecture' has been claimed to be the dominant teaching mode (Evans 
1990) and the primary teaching technique (Jackson & Prosser 1989) in Higher and 
undergraduate education. The identification of teaching methods described in this Chapter 
do not support this notion. It is, however, recognised that the participants were directed 
toward identifying skill development methods and requests for the development of 
knowledge and/or understanding might have produced different results. However, during 
interviews with participants it became very apparent that they were extremely critical of 
lectures as a technique for encouraging learning. Again, it is difficult to know, without 
observing teaching sessions, to what extend espoused theory matched with theory in use. 
The lecture was, however, identified by both students and teachers in the study for the 
development of several of the employment skills, as apparent from Table XVIII. The 
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relatively fewer mentions by students might, however, reflect agreement with Jackson & 
Prosser's (1989:60) arguments about the 'intellectual passivity' and 'social and intellectual 
limitations' of lecturing, not to mention Evans' (1990:290) use of such terms as 'blandness' 
and 'interpersonal simplicity' in this context. 
The benefits of lectures in accommodating large audiences and economies of scale were 
made apparent by Carter (1980), aspects which were particularly pertinent with the 
expansion of mass education. That lectures are not all bad was apparent from Jackson & 
Prosser's (1989) observations that during lectures problems could be posed for students to 
work on in small groups. Lectures were also seen as means by which the objectives of 
tasks could be clear and well structured. Similarly, a study by Isaacs (1994), in Australia, 
had shown that academics thought lectures could be used to demonstrate skills in thinking 
critically, reasoning and problem solving, as well as generating enthusiasm in the subject, 
providing information (both factual and enrichment) and modelling appropriate qualities and 
attitudes for work application. Several of these skills were identified by the teachers in this 
study as developed by lecturers, Table XIX. 
Finally, but not conclusively, peer feedback and peer assessment had been recognised as a 
means by which students can obtain more advice on how to improve (Knight 1994) Part of 
the process of 'Self/Peer Assessment' is the recognition of strengths and weaknesses, skills 
and abilities by the students themselves. An integral part of Self/Peer Assessment is 
critical self-reflection (Mezirow 1990). It was recognised that this required an appropriate 
climate, one which is non judgmental and in which there is trust and support. 
Cumming (1988) made a request for a shift in focus to students creating knowledge rather 
than being recipients of someone else's interpretations of it. He recognised that this 
required proactive or action related skills, a key factor of which was risk-taking. This, he 
indicated, would also require a supportive environment and practical activities that 
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facilitated and encouraged risk taking. Cumming (1988) saw this as the way to develop 
flexible and self confident people. 
It could be suggested that the reflective process could operate at an unconscious level and 
that, therefore, the climate would not be so important. Boud, Keogh & Walker (1985), 
however, argued that reflection needed to be conscious in order to encourage evaluation of 
the situation and active choices and decisions to be made. This would require the support, 
guidance and feedback of a group of people which would act to provide peer group 
regulation (Shaw 1991). The learners, therefore, get actively involved in this process and 
one of the problems is to overcome their inhibitions or embarrassment at giving and 
receiving feedback on what might be regarded as personal behaviour (Clarke & Tomlinson 
1995). Peer assessment can provide qualitative feedback for a number of different 
situations, all of which would entail the sort of skills identified as required for employment. 
Examples indicated in the literature demonstrating this were presentations and contributions 
to group work, (Ashcroft & Foreman-Peck 1994). Unfortunately, not only have teachers 
been remiss in appreciating the benefits of these teaching methods but students themselves 
have had to be persuaded about the benefits of them which may provide a clue about their 
low frequency of mention in this study. 
10.17 Conclusion to Chapter 
This Chapter sought to analyse the information gained from students and teachers regarding 
teaching methods identified as being most appropriate for developing employment skills. 
During this process it has been possible to identify in what proportions the particular 
teaching methods were linked to particular skills by the different participant groups. The 
general conclusions are summarised thus: 
• there is considerable agreement between students and teachers in Higher Education 
regarding the skills developed by various teaching methods 
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• there were also some differences in teaching methods identified which indicated 
the possibility of extrapolation of teaching methods to develop skills not 
previously encompassed by them in the view of individual groups 
• there were certain teaching methods which received scant attention by both 
groups of participants and yet which offer considerable potential for the 
development of employment skills. In particular, the results of this study 
identified Role Playing, SelflPeer Assessment, Support and Guidance, Research 
and Assessment 
• the lack of mention of Assessment as a teaching method for developing skills 
begs the question of how teachers and students perceive formative assessment. 
This would warrant further investigation 
• the majority of teaching methods identified could still be regarded as ones that 
operate within the control of the teacher. There were few identified that relegate 
control to the learner to any extent 
• in general, teaching methods are not distinct, separate entities; there is much 
overlap and integration surrounding the terms when put into practice. 
Upon reflection, the changes from teacher directed to student generated learning situations 
are suggestive of teachers and students working as partners; this can be particularly 
disturbing and somewhat threatening for both teachers and students. The following 
quotation expresses similar observations: 
"If some pupils find it difficult to adjust to experiential learning after a solid diet 
of didactic teaching in most parts of the curriculum, then it must be reported that 
so do teachers. Most teachers have been trained to teach in a didactic mode i.e. 
to make interesting presentations which students can understand, to set realistic 
exercises based on this presentation, and to assess subsequent written work" 
(Jamieson 1985:7) 
The overview of teaching methods suggested that, within the institution and departments 
studied in this investigation, the situation recognised by Stephenson (1993) exists where 
there is a need for greater provision of opportunities that allow students to take 
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responsibility for their own learning. He argued that the encouragement of such 
independence had the potential of helping students succeed in the changing world situation. 
This introduces, however, a considerable risk element; one for which the existing climate, 
with its emphasis on performance funding and accountability, is not particularly conducive. 
It was apparent that both teachers and students needed to be made aware of the potential of 
all teaching methods with regard to the development of employment skills. They may, of 
course, already have this tacit awareness. If so, one of the problems is that the issues are 
not made explicit. If teachers possess the understanding, the next issue is whether the 
students do; it then becomes an issue of helping the student to understand and make use of 
the language of employment skills. In other words, teaching and learning processes need to 
be adopted which enable students to use the language of transferable skills to articulate and 
communicate what they can do (Brockbank 1995). In this context the following procedures 
have been identified which have not appeared among those indicated by this study: 
profiling (Assiter 1995); profile and portfolio production (Page 1995); logbooks (Assiter 
1995); mentoring (Hamish & Wild 1994) and student tutoring scheme (Watson 1995). 
All these procedures have been claimed to develop employment skills and all have the 
potential to involve the student more actively in their own learning and assessment 
expenences. 
From personal observation many of the methods indicated in this Chapter are frequently 
used as a means to disseminate content albeit by the students themselves rather than by the 
teacher. The actual process involved in each method has received little overt attention. 
For example students are given little, if any, training in the method itself; the skills involved 
in giving and participating in seminars are developed because the students have, perhaps, 
attended seminars given by other people. Little thought has been given to the fact that 
participants at, for example, conferences, lectures, or seminars attend these occasions 
because they want to learn about the aspect being presented, the product, and are not 
necessarily keyed in to the processes involved in the presentation. If teachers want students 
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to make use of and develop from these techniques, then the processes involved in them have 
to be made explicit in order that students know what it is that they are developing. 
The need for skills in working in groups was raised in Section 10.16 and to develop these 
Evans (1990) argued that students need the experience of effective tutor-led seminars. The 
argument could, therefore, go full circle. If the skills required for employment are best 
developed by these interactive teaching methods, the skills involved in them need to be 
properly developed in teachers and yet so often teachers have been expected to develop these 
'employment skills' by informal, ad hoc, unstructured experience. The following quotation 
summarises the problem related to matching the aims and methods appropriately: 
"Effective teaching requires a knowledge about ends. Without this knowledge 
you will fmd it hard to provide reasons for employing one teaching method 
rather than another. Methods of teaching are like 'horses for courses', in that the 
method, like the horse, has to be suitable for the job you want it to do" 
(Ashcroft & Foreman-Peck 1994:68) 
It is my submission that the skills required by employers need to be more formally identified 
and justified and the experiences encompassed within the teaching methods more formally 
organised and structured in a way that opens the processes to scrutiny; this issue is 
addressed in Chapter 12. Three important conclusions had so far been adduced: 
• educators were aware of the skills that employers, and society, were asking to be 
developed in future employees 
• educators were aware of a range of methods by which these might be developed, albeit 
that some exist with which the participants in this study did not appear to be too 
familiar or chose not to use. 
• although knowing that a particular method has potential for developing a particular 
skill is a useful starting point, knowing how to implement that method in order to 
produce that result is crucial. 
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The next stage was to identify the extent to which teachers put their knowledge of both 
skills and methodology into practice in order to provide an appropriate experience for their 
students. To investigate this aspect of the quality of the student experience (Barnett 1990) 
the technique of repertory grids was adopted and discussion of this stage appears in Chapter 
11. 
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CHAPTER 11 
DEVELOPING COMMUNICATION SKILLS 
REPERTORY GRID ANALYSIS 
The teaching methods identified by the teachers in Higher Education that were thought to 
develop the skills required for employment were described in Chapter lOA. In the second 
part of that Chapter the links made between specific teaching methods and certain skills 
were discussed. This Chapter examines more closely the ideas the teachers in the study 
held about teaching methods and specific skill development. This consideration was 
deemed important in view of the claim that teaching is 'at the heart of educational processes' 
(Jarvis 1995: 101). 
11.1 Introduction 
As intimated in the concluding section to Chapter lOB, the responses of the teachers seemed 
to indicate the capability of using different teaching methods for developing the same skill. 
It seemed appropriate to investigate what commonalities existed in teaching methods for the 
participants of this study, as this information might lend itself toward greater understanding 
of how different teaching methods could be utilised to 'build on' the development of 
employment skills. In addition, Section 10.15 had indicated that there were some teaching 
methods which were only weakly connected with developing employment skills by the 
teachers. This was somewhat concerning since the methods in question were felt to be ones 
which were inherently suitable for developing students, particularly in the sort of skills 
identified as required for employment. F or example, Brown & Knight (1994) had referred 
to the sharing of experiences and increased ownership of learning that derived from self and 
peer assessment. Of assessment itself they made the claim that successful learning and 
appropriate assessment are closely linked: 
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" .......... the theory of formative assessment is close to being a theory of 
learning. Certainly, assessment is being used to shape and direct future 
learning. In helping students to a conscious knowledge of what they know, 
understand and can do, it is developing metacognition, which is being 
identified as a key component in successful learning" 
(Brown & Knight 1994:41) 
They saw metacognitive thinking, which encompassed awareness and selection of most 
appropriate strategies, as related to the concept of 'deep learning' (Marton & Saljo 1984). 
Such awareness and selection would also seem to be important aspects in relation to 
transferable skills. With regard to this study, the question seemed to be more related to 
whether the teachers were sufficiently familiar with these methods to have made a conscious 
selection decision or whether, indeed, these were areas which warranted appropriate staff 
development. 
11.2 Rationale 
An overview of the comparisons between employers', students' and teachers' perspectives of 
the skills required for employment did not indicate any considerable discrepancies that 
might account for the expressions of dissatisfaction with the endeavours of education. The 
differences that were identified, in general, seemed to be rather in the nature of emphasis 
placed on the different skills. 
A possible explanation, to account for the disparaging views, concerned the expectations 
that the different parties might have about the behavioural components that demonstrated 
'possession' of each skill. Smith, Wolstencroft & Southern (1989), whilst recognising the 
move to develop personal transferable skills as one toward increased relevance of education 
for future employment, considered that the key issue concerned the nature of the skills to be 
developed. It was investigation of this 'nature' that forms the basis for this Chapter. 
It was deemed impossible, within the realm of completing this study, to examine, in 
sufficient depth, each skill identified by the participants of the study. This part of the 
11.2 
study, therefore, was a pilot investigation into establishing the potential for further 
exploration upon completion of the present study. It was necessary, therefore, to identify 
one of the skills to form the focus for this pilot study. 
11.3 The Case for Examining Communication Skills 
Examination of the responses to the questionnaires from employers, students and teachers, 
in Chapters 7B, 8B and 9B respectively, indicated that communication was a skill that had 
frequently been identified as being necessary for future employment (Table XV Section 
9.22.2). Furthermore, it was a skill that consistently appeared among those most 
frequently identified from the documentary analysis, apparent from Table XIV in Section 
9.22. 1. Communication was also considered to be essential for the demonstration of many 
of the employment skills identified. 
The responses to the questionnaire had not, however, facilitated a close examination of the 
specific aspects encompassed within the term 'communication', responses indicating little 
more than oral or written communication. It was felt that there must be, indeed should be, 
considerably more to the skills of communication than those indicated by the questionnaire 
data. In order to discover what 'qualities' participants considered were encompassed within 
the skill of 'communication' the repertory grid technique was adopted. This approach, as 
discussed in Section 4.5.4, was claimed to produce richness of information, a richness that 
was deemed appropriate in view of the important position communication skills seemed to 
hold. This technique also seemed particularly appropriate since ideas underlying this 'key' 
skill were being sought. As these had not materialised in response to the questionnaire it 
was felt that they had perhaps become almost 'second nature' for the individuals and, 
therefore, were not on the surface of consciousness. 
Repertory grids as a technique of investigation have been discussed in Section 4.5.4 and the 
process is described in Appendix 1 of this thesis. The richness of data obtainable by the 
process and the expression of that data in the terminology of the participants were the main 
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reasons grids were felt to be most appropriate at this stage of the investigation. As 
indicated above the enquiry forming the focus for this chapter was directed toward 
obtaining a structured and focused view of participants' expectations of the components of 
communication skills. The disadvantage of the technique, as far as this study was 
concerned, related to the considerable time factor involved in eliciting the grids with 
individual participants. Group elicitation was ruled out as a feasible mode of operation 
because of the impossibility of finding a unanimously convenient date and time to access the 
teachers as a group. 
As indicated in Section 9.4, supported by Appendix 2, teachers were under considerable 
work pressures. It was, therefore, prudent to limit the participation in this stage, 
particularly in view of the aims of the investigation, to a sample of those who had completed 
the questionnaire. This sample, 15 in total which represented 24% of the teachers that 
responded to the questionnaire, was selected firstly on the basis of those who had indicated 
a willingness to participate further in the study and, secondly, to ensure that neither length 
of industrial/commercial experience, nor how long ago that experience had occurred, should 
bias the data. The categories for selection of the sample were, therefore, arrived at by 
examination of 
the number of years of experience in non-teaching employment, 
the time that had elapsed since that experience and 
an indication of respondents' willingness to be interviewed. 
It was recognised that problems can arise from the use of volunteers in research, however, a 
requirement of the study design was that the skills identified by participants during 
completion of the questionnaire should be examined in depth through interview. This made 
it necessary to continue the study with existing participants rather than establish a 
completely new group for this exercise. 
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When approached to arrange a convenient date and time for the interviews the responses 
from the selected participants concerning the amount of time that \vould be involved led to 
an agreement that the interview would last no longer than one hour thirty minutes. As 
indicated previously, the teaching staffwere extremely busy people with considerable 
pressures on their time and energies. This situation was no different whether the member 
of staff was involved at senior or middle management level or was 'at the chalk face'. 
Appreciating that in the new climate of education, discussed in Sections 2.7 and Appendix 
2, staff time carried a cost, one and a half hours was felt to be a reasonable amount of time 
both from their perspective and in relation to the time needed to elicit a reasonably rich 
repertory grid. It was appreciated that this time constraint would, to some extent, limit the 
richness of data collectable but the alternative was to severely limit, if not totally eliminate, 
this part of the study and it was felt that further investigation of the components of, at least, 
one of the skills identified was essential. On the other hand, it was also recognised that 
elicitation of constructs was but a snapshot of the whole picture that an individual had 
regarding a particular aspect of teaching and learning at a particular time. 
The focus of the grid component was to ask participants to explore the similarities and 
differences of teaching methods in relation to the development of the skills of 
communication. 
11.4 Participants 
The sample approached to participate in the repertory grid exercise comprised of teaching 
staff within the broad groups of: 
1. Lecturers with less than two years or no industrial/commercial experience prior 
to teaching 
2. Lecturers with ten or more years industrial/commercial experience within the 
previous eleven years 
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3. Lecturers with less than nine years industriall commercial experience more than 
fourteen years previously 
In other words, the categories indicated teaching staff who had little or no previous 
experience of the world of work outside of education, those who had, in relative terms, 
considerable recent experience, and those with limited and distant experience of employment 
other than in education. 
It was possible to select participants from different courses offered by the institutions 
although not all departments were represented due to the restriction of selection from 
volunteers. The participants in the repertory grid component of the study came from the 
fields of nursing and midwifery, science, engineering, and management. Each field was 
represented by participants from the three categories listed and described above. 
11.5 Collection of Data 
A repertory grid template was drawn up using, as the elements, the teaching methods 
indicated in the completed questionnaires. A copy has been included in Appendix 5. The 
teaching methods identified were combined and condensed to produce the twelve elements as 
described in Section 10.4. The elements were: 
Practical, Laboratory, Workshop, Work Experience; 
Example of/Contact with Teacher; 
Project, Assignment, Written Report; 
Discussion, Debate, Question and Answer; 
Presentation, Seminar; 
Reading, Individual Work; 
Exercises, Problems, Case Study; 
Self/Peer Assessment, Support, Guidance; 
Role Play; 
Group Work; 
Lecture; 
Tutorial. 
In addition to these twelve elements a further element was added, entitled 'Ideal teaching 
method' . It was pointed out to participants at the commencement of the repertory grid 
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elicitation interview that this might not, in fact, be a single teaching method but should be 
looked upon as any technique most appropriate for achieving the constructs identified by 
them. The aim of including this element was to identify the extent to which participants felt 
the emergent or the contrast construct was most beneficial for developing the skill or 
attribute being considered by the repertory grid process. In other words, what the 
development of the skill or attribute meant for the participants in an ideal situation. For 
example, using a construct of one participant as follows:-
emergent construct 
rated 1 
informal! off the cuff 
contrast construct 
rated 7 
formal preparation 
This participant rated the Ideal teaching method as 6 indicating that, for them, ideally the 
development of communication skills for their students would be most likely achieved by 
formal preparation but with a little allowance for the informal!offthe cuff form of 
communication skill. 
The inclusion of this element made it possible to determine probable characteristics of 
communication skills that were felt to be important for development across all the 
participants. It was felt that the understanding of these characteristics would have 
implications for teaching methods. 
At the commencement of the repertory grid elicitation each participant was asked if slhe felt 
comfortable and could work with the way the teaching methods had been combined to form 
the twelve elements. Explanations about how the combinations had been derived were 
given as indicated in Section 10.4, and clarification was provided by both the participants, 
in order to familiarise me with their particular situation, and by myself, where required by 
participants questions. All participants expressed their ability to work with the elements as 
provided; it was intended that teaching methods which could not be rated would be 
excluded. This applied particularly to those participants new to the teaching profession 
who, by their own admission, had received little training in 'how to teach'. 
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All interviews took place in a quiet room, for example the participant's study or an empty 
teaching room. Participants had very kindly arranged to have telephone calls transferred so 
that there was as little interruption and distraction as possible. 
All participants agreed to the interview being audio recorded. These recordings provided 
an additional rich source of data and often illuminated and expanded on the information 
written on the repertory grid itself. 
11.6 Analysis of Data 
The repertory grids were mathematically analysed using Version 2 of the FOCUS Program 
(Shaw 1990). This provides a print out of the raw grid in the form ofa matrix of the 
relationship between elements and constructs, a sample of which is included in the 
Appendix 5. The focused grid indicates a tree for elements showing the clusters or groups 
of elements, and a tree for constructs, similarly showing clusters or groups. The node 
points, where the lines converge, appearing on these trees indicate the percentage value of 
the degree of match between the elements or constructs. The closer this value is to 100% 
the closer the match between the elements or constructs identified at the origin of the lines 
although care should be taken not to place too much emphasis on percentages with this level 
of data (being ordinal). The FOCUS Program determines the match by the degree of 
similarity between the ratings allocated to the different elements or constructs. 
The focused data was analysed in two ways: 
1. for identification of participant teachers' view of the similarities and 
differences between the various teaching methods 
2. for identification of the constructs associated with communications skills. 
From the discussion in Chapter 10, based on analysis of frequency of mention of teaching 
methods, it seemed possible that the teaching methods identified by participants in response 
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to the questionnaire item were not distinct strategies but had some degree of overlap with 
each or several other methods listed. The teaching method categories were used as 
provided elements to which interviewed participants reported similarities and contrasts. 
From this it was possible to discuss where teaching methods were distinct and, if they were 
thought to be similar to some degree, where overlap occurred. It was also felt that 
examination of this information would indicate any possible problems there might be with 
the teaching methods that teachers had thought developed communication skills, for 
example an over concentration on passive, didactic approaches. This aspect was examined 
by the first analysis and will be presented in Section 11.7 to 11.7.3. 
The main thrust of the study had been to try to identify whether there were differences in 
viewpoints about what constituted employment skills. Chapters 7, 8 and 9 indicated that 
there were no real differences in terms of the global phrases used to describe these skills as 
evident from the ability to categorise the skills into those presented in Table VI (employers), 
Table X (students) and Table XVI (teachers). The difference, it had been found, existed in 
the relative emphasis placed upon the skills. It had been suggested in Section 6.7.3 that the 
proposed inability of education to satisfy the demands made upon it were due to differences 
in the attributes constituting the skills. The information derived from the repertory grid 
technique was examined for constructs relating to communication skills, the second item 
above. These formed the basis for the discussion presented in Sections 11.9 onwards. 
11.7 Matched Elements 
This section discusses the teaching methods that were given the same or similar rating for 
different constructs, with the percentage value indicating the degree of match between the 
ratings. Matchings below 75% level were excluded from consideration for the purpose of 
this thesis; matchings above this level generated considerable information and below this 
level little further was added. In the case of teaching methods there were no matchings 
below this value. 
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When evaluating the information presented by the computer analysed grids it was, on 
occasion, helpful to look at the description of the opposite pole in order to inform a more 
precise interpretation of the emergent pole of the construct. This is recognised as one of the 
virtues of the repertory grid technique. In addition, it was possible to obtain explanation 
and/or elaboration of written constructs appearing on the grids from the audio tape 
recordings of the repertory grid interviews which again were of value in the appreciation, 
interpretation and understanding of participants constructs. The following discussion of 
the repertory grids, therefore, encompasses all these sources of information and is not just 
reliant on what appeared on the focused grid, an example of which is provided in 
Appendix 5. 
As with the Questionnaires, raised in Section 10. 1, the repertory grid technique generated a 
considerable amount of information which was pertinent to the focus of this study. This 
information has had to be considerably summarised and organised in such a way that 
someone who had not been involved in the process of eliciting and analysing the grids could 
appreciate the main threads generated by them without distorting the data. Every 
endeavour was made to carry out this process in an objective and unbiased way by 
discussion with other researchers experienced in repertory grid analysis. 
11.7.1 Matched Teaching Methods 
The teaching methods for the development of communication skills will be considered in 
order of the degree of closeness of match. The degree of match is identified as a percentage 
value but attention is drawn to Section 11.6 which warned of taking these values too 
literally. The following discussion is organised in order of degree of match for all the 
participants and do not relate in total to any single respondents' grid. The implications of 
these matchings will be discussed in relation to the list of matched teaching methods. 
The greatest degree of match, and the teaching methods identified, were: 
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Identically matched pairings (at 100% level) 
Discussion, Debate, Question & Answer Presentation Seminar , , 
Practical, Lab., Workshop, Work Exp. Project, Assignment, Written Report 
This indicated that the above teaching methods were seen by some of the participants in this 
study as synonymous for developing communication skills. The constructs that were 
associated with the above matched pairings related to aspects that were more group centred. 
For example, students should indicate areas for discussion, share thinking, respond to 
peer questions, deVelop communication with peers, deal with specific issues that require a 
sympathetic approach, develop feedback skills, provide written and verbal feedback. It is 
possible to postulate that the teachers saw these teaching methods as very much interactive 
activities. 
The comment of not focusing on this data too strongly still applied but it was interesting to 
note patterns that appeared within the data with regard to the frequency with which 
particular teaching methods were paired with others. For example, 'Group Work', 
'Discussion, Debate, Question & Answer', 'Practical, Laboratory, Workshop, Work 
Experience', and Reading, Individual Work' were the teaching methods that most often 
appeared paired with other teaching methods. Another method that frequently formed part 
of a pairing was 'Tutorials'. The remaining teaching methods were paired on comparatively 
fewer occasions. 
It was possible to identify some pairings that were not a surprise, for example 'Lecture' with 
'Reading, Individual Work', and 'Presentation, Seminar' with 'Discussion, Debate, Question 
and Answer'. The pairing of 'Practical, Laboratory, Work Experience' with 'Example 
of/Contact with Teacher' was intriguing and would benefit from analysis in conjunction with 
the degree and recency of non teaching experience of the teacher. Similarly, there were 
pairings which were surprising, for example 'Reading, Individual Work' with 'Practical, 
Laboratory, Workshop, Work Experience', and 'Reading, Individual Work' with 'Self/Peer 
Assessment, Support, Guidance'. The pairings gave an indication of the approach that the 
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teachers might adopt with regard to the teaching methods. Examples of these pairings 
were: 
Group Work was paired with 
Projects, Assignments, Written Reports, 
Exercises, Problems, Case Studies, 
Discussions, Debates, Question and Answer, 
Tutorials, 
Practical, Laboratory, Workshop, Work Experience. 
Discussion, Debate, Question & Answer' paired with 
Presentation, Seminar, 
Group work, 
Tutorials, 
Example of/Contact with Teacher. 
Practical, Laboratory, Workshop, Work Experience with 
Example of/Contact with Teacher, 
Project, Assignment, Case Study, 
Reading, Individual Work; 
Group Work. 
Reading, Individual Work were paired with 
Self/Peer Assessment, Support, Guidance; 
Lecture; 
Exercises, Problems, Case Study; 
Practical, Laboratory, Workshop, Work Experience. 
Tutorials were paired with 
Discussion, Debate, Question and Answer, 
Presentation, Seminar, 
Group Work. 
Further fieldwork investigation, for example observation of teaching in practice, would be 
required to check the degree to which specific activities formed part of the teaching session. 
Only observation could identify the common activities or behaviours between linked 
teaching methods within any teaching session. 
11.7.2 Clustered Teaching Methods 
The focus programme generated groupings of elements and examination of these clusters 
indicated the frequency with which teaching methods were matched with other teaching 
methods. This could be examined in relation to the sub-clusters or with regard to the major 
clusters listed below. 
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In respect of the sub-clusters the only repetition in linking that arose was with regard to: 
Example of/Contact with Teacher Lecture 
The focused data demonstrated a separation of the trees into definite and distinct large 
clusters as listed below. This seemed to indicate a proclivity for generalisations regarding 
teaching methods, either they were seen as separate entities in themselves or they appeared 
subsumed under rather large groupings of similarity of match. 
The frequency with which teaching methods were matched with other teaching methods was 
investigated and demonstrated the following, in order of most frequent first: 
Tutorials were clustered with 
Discussion, Debate, Question and Answer, 
Example of/Contact with Teacher, 
Self/Peer Assessment, Support, Guidance, 
Project, Assignment, Written Work, 
Exercises, Problems, Case Study, 
Reading, Individual Work, 
Group Work. 
Example of/Contact with Teacher were clustered with 
Lecture (predominantly) 
Tutorials, 
Self/Peer Assessment, Support, Guidance, 
Presentation, Seminar, 
Exercises, Problems, Case Study, 
Reading, Individual Work. 
Self/Peer Assessment, Support, Guidance were clustered with 
Example of/Contact with Teacher, 
Tutorials, 
Exercises, Problems, Case Study. 
Exercises, Problems, Case Study were clustered with 
Tutorials, 
Example of/Contact with Teacher, 
Self/Peer Assessment, Support, Guidance, 
Lecture, 
Reading. 
Reading, Individual Work were clustered with 
Example of/Contact with Teacher, 
Tutorials, 
Exercises, Problems, Case Study, 
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From this information it was possible to deduce the teaching methods that were most 
frequently part of major clusters, these are indicated below: 
Discussion, Debate, Question & Answer, 
Tutorials, 
Presentation, Seminar, 
Group Work, 
Example of/Contact with Teacher, 
Practical, Laboratory, Workshop, Work Experience, 
Lecture, 
Project, Assignment, Written Report, 
Exercises, Problems, Case Study, 
Reading, Individual Work. 
'Role Play' and 'SelflPeer Assessment, Support, Guidance' appeared less frequently in 
clusters. The intimation is that the teachers did not identify these teaching methods as 
being very similar to any of the other methods listed. The relative position of these 
teaching methods, identified by this method of investigation, supported the position 
attributed to them by the analysis of the questionnaire responses. This would seem to 
suggest that the teachers sawall the other teaching Inethods as interdependent, providing 
opportunities for shifting from one to another within the same teaching/learning session. 
On the other hand, the separation of Role Play and SelflPeer Assessment implies that these 
are viewed very differently, with the likelihood that they would not be integrated in such a 
way. Taken together, this would seem to indicate the need for raising awareness of the 
values and processes of the methods of Role Play, SelflPeer Assessment, Support and 
Guidance for the teachers in Higher Education, in particular in the institution examined. 
Indeed, 'Self assessment' had previously been identified, by (Brown & Knight 1994), as an 
undeveloped competence in many degree courses whilst it was acknowledged that it was 
essential as a working methodology after graduation. 
It was interesting to note that 'Lecture', which had not been one of the teaching methods 
most frequently identified in the questionnaire appeared quite frequently among the clusters 
of matched teaching methods identified by the focused grids. 
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The final examination of the focused grids concerned the teaching methods and associated 
constructs that were closely matched to the 'Ideal Teaching Method'. The information on 
which discussion is based follows. 
11.8 Matches with Ideal Teaching Method 
The number of times 'Ideal Teaching Method' was paired with other teaching methods, or 
formed part of a cluster, were used to identify the most common links with this element. 
It was possible to ascertain that, for some participating teachers, the Ideal Teaching Method 
for developing communication skills was synonymous with 
Practical, Laboratory, Workshop, Work Experience and 
Project, Assignment, Written Report. 
These were, indeed, teaching methods which had been frequently identified by the students 
in the study, appearing in first and third position respectively in the hierarchical 
arrangement in Table XVII referred to in Section 10.5.2. Other teaching methods which 
were closely matched with the 'Ideal', in order of decreasing frequency of mention, were: 
Presentation, Seminar 
Group Work 
Discussion, Debate, Question & Answer 
Exercises, Problems, Case Study 
Tutorials. 
Students had also identified these teaching methods with reasonably degrees of frequency 
with the exception of Discussion, Debate, Question & Answer which was mentioned least 
frequently by them as a group. 
In other instances the 'Ideal Teaching Method' linked with two major clusters and this could 
be taken to indicate that these participants felt that all teaching methods held something of 
value for developing employment skills, though not 'ideal' in themselves. 
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11.9 Constructs Associated with Ideal Teaching Method 
The ratings were used to identify the constructs that were associated with the 'Ideal 
Teaching Method' from the emergent and the contrast pole, as described in Section 11.5. 
This analysis indicated that for the sample of teachers in this study the development of 
communication skills required, for example: 
(italics show actual words used by participants) 
• experiential, linked with contact or communication with the teacher 
• the need to respond to questions and comments from a peer group 
• interaction to develop interpersonal skills and consideration of others 
• development of individual learning strategies and encouragement of independent 
thought 
• parameters set by students 
• links to realistic problems that actually occur 
• consideration of content and presentation 
• the student to be active and self motivated 
• capabilities to be spontaneous, moving, responding to change 
• inclusion of speaking, listening, assertiveness, and leadership skills 
• flexibility and acceptance of 'no boundary' 
• an emphasis on personal,formal and informal interaction 
• constant interaction was prominent 
• the student should be able to work alone once given instruction rather than 
constant interaction and debate 
• technical focus with specific problems being discussed rather than emphasis on 
opportunity for wider topics to be considered which, it was felt, could be difficult 
for some students 
• greater stress onformal pre-preparation on the part of the student as opposed 
to informal, off-the-cuff 
• more student led, with them indicating areas for discussion, than 
didactic, teacher led 
• more probing, allowing thinking to be shown as well as verbal, written and 
graphical skills as opposed to few questions and answers 
• involvement of both discussion and feedback, both written and verbal, 
rather than inability to interrupt and ask questions 
• help develop feedback skills, both positive and negative criticism 
• developes technical language and detailed information 
• dialogue as opposed to monologue 
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Ratings which fell in the middle of the rating scale (numerical value of 4) indicated that both 
the emergent and the contrast poles of the construct were felt to be important by the 
participants. These indicated that, for the development of communication skills, the 
examples of aspects presented below were important: 
• some interaction and some isolation were both required 
• the inclusion of group work supported by individual work as well as 
the student trying to fUlfil criteria, and 
• opportunities were needed for student to be creative as well as involved with 
routine retrieval of information 
• individualised learning as well as discussion and peer learning or contribution 
• exchange of ideas should not override individual interpretation and presentation 
• both the teacher and industrial supervisor being responsible for student 
development. 
The full list of constructs was subjected to the scrutiny of content analysis in order to 
identify key phrases, words and themes that would indicate criteria for categorisation. The 
statements were seen to fall into six separate, but not necessarily distinct, classifications. 
These are listed below together with a sample of the construct statements attributed to each 
in order to provide an appreciation of the ethos encaptured within the categories: 
Written communication written, graphical 
Spoken communication develops technical language, develops speaking 
and listening, less easy to interrupt and ask 
questions, need to respond to questions 
Interactive communication contact, dialogue, exchange of ideas, comments 
from peer group 
Technicalities of communicationformally structured, content and presenting 
Product orientated communication realistic problems occurring, strong base of 
prepared information, routine retrieval of 
information 
Personal attributes communicationflexibility, assertiveness, leadership 
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When the full list of constructs was categorised it indicated that they fell predominantly 
within the 'product orientated communication' and 'interactive communication' categories. 
This is discussed further in Section 11.11. 
11.10 Summary of Repertory Grid Analysis of Teaching Methods 
This Chapter has thus far examined the detailed investigation of teaching methods derived 
from the repertory grid technique. This has indicated that, whilst the teachers know of the 
different teaching methods or techniques, they do not always identify them as separate and 
distinct activities. There was considerable evidence of a student centred indeed student , 
led, focus. Interaction was seen as important and, for these teachers, this was not 
restricted to students and lecturers but was seen to need to encompass peers. Contact, 
communication or interaction with the teacher was also important and, from conversation 
during the interviews, the majority of teachers seemed to indicate that this interaction 
ultimately carried more legitimacy than interactions with other people. Reality of situations 
was deemed important but, it was indicated, the problems or issues needed to be specific. 
This seemed to indicate perceptions of the need for carefully planned and formally 
structured learning situations, in particular ones for which answers/solutions were already 
known, which might not reflect those encountered in the working life. However, processes 
as well as products were emphasised. Also, the teachers linked development of 
communication with interpersonal skills. Again, as with the analysis of the questionnaires, 
there was no indication offonnally assessing student performance in communication skills. 
The focus of attention on the development of communication skills and inclusion of the 
element 'Ideal Teaching Method' made it possible to identify, using the ratings provided, the 
attributes of communication that the participants felt should be developed in their students. 
The teachers emphasised teacher and peer input and interaction involving a variety of 
communicative behaviours together with feedback of an open and examining nature. 
Student centred learning situations that were student initiated and planned, which also 
enabled the student to be active and interactive, were stressed although any criteria for 
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performance appeared not to be derived or developed by the students. Again, both peer 
group discussion and student independence were emphasised, as were a focus on technical 
issues and formal situations. The importance of dynamic, real life situations was 
appreciated. The constructs implied that teachers felt, however, that some students would 
not be able to cope with the non-specifics and uncertainties this might entail. This begs the 
question of whether the teachers were directing learning situations to the accomplishment 
level of these students, for example in the provision of safe, secure, known problem 
situations. The sample included reference to the contributions to the development of 
communication skills of the supervisor in the work experience situation. 
In general, it is apparent that the participants saw the importance of providing opportunities 
for developing communication skills which facilitated raising awareness of group 
perspectives but also encouraged independence. It was a common theme that students 
should be aware of how to communicate in a range of situations, formal and informal, about 
specific knowledge - in particular technical knowledge. The importance of teachers and 
peer groups for the development of a variety of communication skills relating to visual, 
verbal, and interpersonal aspects was recognised. 
The overarching conclusion reached concerning teaching methods for developing 
employment skills, was that staff development was needed in order to enable teachers to 
become more conversant with the techniques of, in particular, Role Play and SelflPeer 
Assessment, Support and Guidance. This will be discussed in Chapter 12. 
With the background knowledge originating from the questionnaire responses, consideration 
had been given to providing some constructs in order to examine the teachers understanding, 
use or familiarity with these teaching methods; for example by providing such constructs as 
"use frequently/infrequently" and "familiar with/unfamiliar with" . This temptation was, 
however resisted for several reasons that relate to the problems of providing constructs. , 
The provision of constructs, and with them possible researcher bias, may: 
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• put ideas into participants heads 
• lead to the provision of what were perceived to be socially 
acceptable answers 
• channel the direction of all the constructs elicited 
Of particular relevance to this aspect was the talking that accompanied the participant 
completing the repertory grid. Recordings of the accompanying explanations and musings 
indicated that the majority of teachers were aware of the teaching techniques but chose not 
to use them. The reasons for this they themselves could not always state. To examine this 
further would require a continuation of the interview process and observation of teaching 
seSSIOns. 
The repertory grid interviews had been directed toward the development of communication 
skills in students. This statement had been repeated to participants and was printed on the 
top of the repertory grid sheets. Examination of the constructs provided by the teachers 
produced puzzlement however because it was not easy to see how they all related to the 
development of communication skills. The suspicion that this might be due to confusion 
caused by the provided elements was tested by asking a sample of 9 teachers, considered to 
be 'good communicators', to complete the repertory grid activity in order to compare the 
types of constructs generated with those achieved by the teachers discussed thus far. It was 
also felt that this course of action would serve to check whether expectations concerning the 
type of constructs were, in effect, fair and reasonable. 
This proficiency of the teachers considered to be adept at communicating was judged by 
observation of their expertise during presentations at staff development situations, 
observations of teaching session and from comment made by student evaluation of their 
teaching. The constructs derived from these interviews would provide comparison with 
those discussed in Section 11.10 in order to ascertain whether the adopted formulation and 
procedure of the repertory grid technique had been fair and reasonable. This discussion 
appears in Section 11.10.1. 
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In addition, having identified that the adopted grid was not unrealistic in its expectation, it 
was felt that comparison with the characteristics of communication skills identified bv the 
'industry' participants, indicated in Chapter 7B, would provide a basis on which to 
formulate conclusions about the 'nature' of communication skills. This would form the 
basis for proposals for staff development recommendations since skill in communication is 
seen to be at the 'very core of professional practice' (Barnett 1992:49). This comparison is 
made in Section 11.11. 
11.10.1 Examination of Constructs Elicited from 'Expert' Teachers 
A similar exercise to that described in Section 11.9 was carried out on the constructs 
elicited during the interviews with the 'expert' teachers. Examples of these are listed below: 
Emergent Construct Contrasting Construct 
can be done with others encourages listening skills 
involves students and teacher involves student and students 
possibility offeedbackfor learner encourages verbal communication 
helps with decision making freedom to contribute/share ideas 
into action, thinking on feet lots of continuous on-going experiential 
lots of selection/reflection more threatening 
helps students to understand importance of kinesics 
helps students to understand importance of proxemics 
provides opportunity to develop language/terminology, 'proper' style 
provides opportunity to develop informal communication 
opportunity to develop a range of communication skills 
opportunity to observe others and pick up 'ideas' 
student can't 'mini sleep' therefore must give 100% effort 
more inexperienced/shy students need more support 
being alert to and/or allowed to practice different approaches and responses 
preparatory exercises provide background information 
individual student can control input and withhold information 
provided horizons 
The bi polar constructs, those rated 4, were: 
doing/putting skills into practice - observing others 
communicating with larger audience - small group/I: 1 communication 
supportive, guidance - working toward solution 
allow for reflection/selection - require inclusion of others expectations 
encourage formal communication - more realistic, adaptable, fleXible 
develops skills for a variety of situations - specific skills of limited use 
techniques - knowledge base 
The constructs were content analysed, as described in Section 11.9, and allocated to the 
same categories as those of the teachers. It was found that, in this instance, the constructs 
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fell largely within the categories of 'product orientated communication' and 'technicalities of 
communication'. Again, these will fonn part of the comparative discussion in Section 
11.11. 
11.10.2 Examination of Constructs Elicited from 'Industry' 
The process described in Section 11.9 was again carried out in respect of the constructs 
elicited from 'industry' during the fieldwork described in Chapter 7B. Examples of these 
are listed below: 
Emergent Constructs 
personal 
asks for gUidance and help 
well spoken and explains clearly 
can say no 
good communicator 
ability to express oneselfverbally 
ability to express oneself in writing 
careful consideration 
communicates up and down effectively 
being prepared to put alternative views 
willing to visit and mix with clients 
clarity of communication 
good negotiator 
able to build rapport 
good written communicator 
able to answer reasonable questions 
can communicate verbally and in writing 
gets on well with people 
effective paper presentation of ideas 
report writing 
report writing and written communication 
good network, knows where to go when stuck 
extrovert 
communicates wants to line managers 
produces short preCise of work 
articulate 
can produce information 
factual not prone to exaggeration 
explains what he/she has done 
high IT skills 
produces understandable, concise reports 
highly numerate 
can communicate what's in their mind 
listener versus opinionated 
firmness versus quiet spoken 
good listener 
good verbal communicator 
sociable-gets on well with others in office 
good at getting ideas across 
good written English 
good presentation 
performing presentations/talks 
good consultant, will be able to find out what is needed 
self confident, exhibits confidence when explaining 
makes customer see things differently, persuasive 
When these were subjected to content analysis, the constructs were much more equally 
distributed between the categories with the exception of 'interactive communication' and 
'communication of personal attributes'. Further discussion of the comparison between 
'fieldwork' teachers, 'expert' teachers and 'industry' will be presented in the next Section. 
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11.11 Comparison of Constructs of Communication Skills 
This part of the study had two aims: to explore a potential cause of the discrepancy 
between employer's expectations and the attributes of students entering employment and the 
trialling of a method of investigating in more detail the characteristics of skills. 
In both respects the results indicated some promise. Comparative study, once content 
analysis had identified similarities, indicated the following order of priority that the 
constructs fell into for the different groups. The ordering is apparent from the percentage 
frequency with which constructs fitted the particular category. As with the levels presented 
for focused constructs, these figures should not be read as any absolute standard: 
'Fieldwork' 'Expert' 'Industry' 
teachers teachers 
Written communication 1.9% 3.1% 18.8% 
Spoken communication 7.4% 9.4% 20.8% 
Interactive communication 31.5% 21.9% 10.4% 
Technicalities of communication 16.7% 25.0% 18.8% 
Product orientated communication 38.9% 34.4% 18.8% 
Communication of Personal qualities 3.70/0 6.3% 10.4% 
The indication from the foregoing is that education, as represented by the teachers in the 
fieldwork of this study and those approached to represent 'expert' teachers, considerably 
over rated characteristics of communication related to the areas of 'interactive' (for example, 
dialogue, exchange) and 'product orientated' (for example, related to real problems, 
information retrieval) communication compared with those representing 'industry' in this 
study. It was equally apparent that 'education' had considerably under estimated the 
significance of characteristics of communication falling within the categories of written (for 
example writing, graphical) and spoken (for example, technical language, listening, 
asking/responding to questions) communication and slightly under appreciated the 
importance of communication with regard to personal qualities (for example, flexibility. 
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assertiveness). The 'fieldwork' teachers were, however, in close agreement with 'industry' 
with regard to the requirement for communication skills relating to the 'technicalities' of 
communication with the 'expert' teachers showing marginal over emphasis. 
The results of this small scale study indicated a further avenue of investigation that might 
yield valuable insight into the apparent disparate demands of education for employment. 
Possible conclusions, drawn tentatively at this stage, seem to indicate that education does 
not sufficiently concern itself with the development of written and verbal abilities 
irrespective of reports that skills in written and oral communication were taught by over 
80% of teachers across all subjects (Drew, Nankivell & Shoolbred 1992). This may 
depend on acceptance of the argument that behaviour is generated from the constructs held 
(Kelly 1955). 
The apparent discrepancy in viewpoint related to the communication of personal qualities 
provides an interesting line of investigation. Certainly, among the objectives of 
professional education Carter (1980) had included the development of personal qualities. 
Furthermore, the widely held adage that 'first impressions count' indicates the importance of 
demonstrating these qualities. It would appear, from this study, that the significance of this 
area has not been appreciated fully by the participants. Certainly, when the viewpoint of 
employers, as represented by the literature in Table III, conclusion to Chapter 7, was 
reviewed in the knowledge of this small scale study the number of personal qualities that 
could be demonstrated by the process of communication became apparent. 
11.12 Communication in Education 
Experience of working in the real world was considered to be important for the development 
of communication skills because of claims that students would be required to explain 
technical ideas to those who were not only 'naive' of the subject but would, therefore, be 
interested to listen (Barnett 1992). This would seem to imply that the situation for student-
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teacher interactions was different, since teachers are not 'naive'. Certainly, teachers might 
be focussing on the correctness of the infonnation rather than on the process of delivery. 
The need to develop understanding of communication as a process was recognised by 
Brockbank (1995) and was integrated into his modular course. In contrast, it was the view 
of Gordon (1983) that the development of communication skills required the provision of 
special courses but he did not expand on how these were to be fonnulated or who should 
teach on them. Further arguments related to the issue of separation of transferable or core 
or employment skills from the main curriculum were presented in Section 10.10. The 
significance of capabilities in communication for teachers was apparent from Dyson's 
(1995) argument that teachers' ability to communicate was comparable in importance to 
their knowledge and should, therefore, also be taken into account when the teachers were 
being assessed. 
Communication was felt to be a vital aspect for consideration not only in relation to 
development in students but also with regard to the situation in education itself. As 
discussed in Section 6.2 and 9.9 a concern throughout this study was that teachers were 
being asked to improve student perfonnance in skills that they, the teachers, were 
themselves being required, often for the first time, to demonstrate to high standards. The 
typical educational environment of isolation, referred to in Section 1.3 and Appendix 2, was 
not one conducive to good communication nor to the development of the relevant skills and 
abilities for it. This did not seem to be a situation that was peculiar to education, however, 
as made evident by a survey of employers which indicated that, although good 
communications was important to them, most felt that they were not good communicators 
(Saunders 1984). 
With the advent of Incorporation, described in Section 1.6, the relevance of level, nature and 
patterns of communication as internal sources of change was very apparent (Steward 1991). 
Similar consideration was required with changes that were occurring in course structure and 
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CHAPTER12A 
RESUME' AND FINDINGS OF STUDY 
The previous Chapter examined to a greater depth the attributes of one of the skills identified 
by this study as important for employment, namely communication skills. This Chapter 
reviews the research journey that led to this small scale study. 
12.1 Introduction 
The discussion in this Chapter covers two main themes; the first provides an overview of 
the study, the second draws together the threads of the study comparing and contrasting the 
various perspectives. 
Whilst accepting that progress had been made in encouraging development of core skills 
(CBI 1995), the NACETT (1996) report had considered that the skills needed to be taught 
more widely. Smithers & Robinson (CIRE 1993) had seen the challenge as one of 
designing employment-related education. Although this should incorporate skill training 
they indicated that it should not become narrow, arguing that the provision of wide choices 
formed the foundation for an unknown future and continued learning for professional 
development. In a similar way, Robbins (1963) had argued that it was possible to 
promote liberal education through the development of the skills thought necessary for 
employment. Over thirty years later the CIRE (1995) were advocating the same 
possibility. As indicated in Section 3.8, this was the view that was paramount in this 
study. 
This Chapter encompasses the stages of development of the study and the main issues 
arising from and running through it. In particular, the refined research questions 
presented in Section 3.10 are addressed in the following manner: 
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Sections 12.4 to 12.8 address Question 1 
Section 12.9 addresses Question 2 
Sections 12.10 and 12.11 address Question 3 
Section 12.12 addresses Question 4. 
12.2 Early observations 
Personal experiences had led to the intuitive theories expressed in Chapter I concerning 
perceived inadequacies of curriculum and staff experience. Of particular concern \yere 
those related to making learning relevant to the future work requirements of students. 
Within this context concern about the appropriateness of teachers' skills was raised and the 
issue of teacher isolation was addressed in relation to teachers becoming 'out of touch'. 
These issues were apparent against a backdrop of changing demands on teachers both from 
curriculum developments and from the movement of educational institutions into the 
market economy. Similar identification of the rapidly changing demands on the teaching 
profession, in particular in relation to the challenges of teaching core skills, had led the 
CIHE (1995) to advocate initial and refresher courses for teachers. 
Chapter 1 concluded by posing two questions; the first queried whether there was general 
dissatisfaction regarding the extent to which education was related to work situations and 
the second asked whether the need for updating of teachers was an issue that had been 
identified more widely. 
Chapter 2 investigated these aspects by recourse to Literature Search A which examined 
whether these were general or merely personal experiences and the next two sections 
discuss each issue separately from the perspective of published literature. 
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12.2.1 Have Others Perceived Inadequacies in the Curriculum? 
The relevancy of what was taught to the requirements and expectations of students and 
employers was one of the factors that had generated interest in carrying out the study. 
Many and various initiatives directed at education had aimed to change content, method 
and assessment. These attempts at curriculum innovation were seen by Barnett (1990) to 
start from the viewpoint of what commerce, industry or, indeed, society required; in other 
words a top-down process. He argued that this approach would only serve to maintain the 
status quo and this, perhaps, was one reason why there had been so little apparent success 
in changing the 'outcomes' of education. 
It was proposed that changes in curriculum were not, in isolation, sufficient to bring about 
change in education. In addition to achieving some degree of 'ownership' for changes in 
courses and curriculum content, teachers needed to have the necessary skills and 
knowledge to accompany the changes required by the initiatives. 
12.2.2 Concern about Capabilities of Teachers 
Particular concern was expressed, Section 1.3, in relation to the isolation of teachers and 
the perceived requirement for them to work as teams in the developing market economy 
climate that education had entered (Section 1.5). 
In Section 1.6 it was recognised that, in order to be able to accept the challenges and 
opportunities that self management offered, teaching staff would personally need many of 
the skills that they were being required to develop in their students. During Literature 
Search A it became apparent that one of the key issues that had received attention with 
regard to preparing students for working life concerned skills which were independent of 
job or subject specialism. Examination of the issue of skills in this study was, therefore, 
directed, as indicated in Section 1.7, at achieving some mutual benefit for students and 
teachers. 
F rom the literature it was apparent that wider concern had been expressed, as indicated in 
Section 2.2, about the capabilities of teachers. Furthennore, as indicated in Section 2.10, 
there were expressions of disquiet about their understanding of what the emplo) TI1ent 
market expected and wanted developed in future employees. Indeed, as identified in 
Section 2.3, one of the issues raised in connection with the failure of education to change 
had been the autonomy of teachers. What was viewed as autonomy in some quarters 
could be seen as isolation in others. 
The overall conclusion in Chapter 2 was that, whilst teachers needed to keep up to date 
with work practices for the benefit of their students, attempts to achieve this through 
collaboration with industry or commerce had not, on the whole, been very successful. 
12.3 What Are the Requirements for Employment? 
Literature Search A had raised awareness of the considerable debate surrounding the 
purpose of education; the liberal versus functional aspects. Concern about the purpose of 
education was an issue that was addressed in Chapter 3 and arguments were presented 
which supported both the liberal and the vocational standpoints. 
Encouragement to give a presentation, as part of the research students' programme in the 
Department of Educational Studies at the University of Surrey, had led to examination of 
why, in education, there had been so many changes with so little apparent difference 
(Harwood 1993). One of the explanations for this apparent inertia was related to 
differences in expectations of education and this was closely linked to values. Similar 
arguments were raised in Section 6.6.4 when it was stated that differences existed between 
education and industry in relation to the ends and means, the values and aspirations, of 
education. This was also reviewed in Chapter 3 where the general conclusion was that 
changes in values, and the associated attitudes, took time and required specific action. 
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The conclusion arrived at from the literature searches and documentary analysis described, 
was that education could serve both the interests and needs of the individual learner and 
those of employment. My personal philosophy was, and is, that education should be 
concerned with the development and encouragement of skills and attributes \yhich will 
enable the individual to achieve their potential in whatsoever direction they choose and 
whenever the opportunity arises. This includes teachers. 
12.4 What Skills are Required for Employment? 
Having ascertained some support for the intuitive theories indicated in Chapter 1 and 
identified that dissatisfaction with education was a widespread phenomenon, attention 
turned to identifying more precisely what was said to be the problem. This was achieved 
by a two pronged investigation, one of the relevant literature and the other from fieldwork. 
The particular concern was to establish more precisely the skills employers, or people in 
industry, considered important for working in their particular sphere (discussed in Chapter 
7), what skills students thought would be required (discussed in Chapter 8) and what 
teachers considered were needed (discussed in Chapter 9). 
Having identified the general features described in Chapter 3 further examination of the 
literature was undertaken, Literature Search B, in order to identify the specific 
requirements considered necessary for employment and this study adopted a bottom-up 
approach by examining what employerslindustry expected in conjunction with what 
students and teachers felt was needed. 
Amongst others, Barnett (1990: 66) had recognised the intent of the initiatives referred to in 
Table I and Section 12.2.1 to foster qualities encompassed within the terms 'enterprise 
skills', 'transferable skills', 'students competences' and 'education for capability'. That 
there would be continued interest in these skills was apparent from The Skills Audit Report 
(DfEE and Cabinet Office 1996), the Dearing Report (1996) reviewing qualifications and 
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the Beaumont Report (1996) reviewing NVQs and SVQs. All of these reports focused on 
the 'key' skills being developed and improved in schools, colleges, universities and the 
workplace. The workplace, in particular, catering for skills development through the 
Modem Apprenticeship and National Traineeship, both Government generated innovations 
(DoE 1996). 
12.5 How Could Perspectives of Requirements be Ascertained? 
Literature deriving from research studies, educational and/or industrial/commercial 
professional bodies and government departments was used to ascertain published 
viewpoints and perspectives of skills required for employment. It is recognised that these 
publications were not directed specifically at the identification of skills required for 
employment. The different questions asked did, however, elicit responses that 
encompassed interpretations of the requirements. 
F or the fieldwork component, for which the theoretical and practical rationales appear in 
Chapters 4 and 5, Questionnaire 1 was used to identify the perspectives of two groups 
representing the view of 'industry'. Participants were drawn from a large multi-national 
Company operating within the service industry and a smaller international company 
representing the professional sector. Questionnaire 2 was used to identify the perspectives 
of students and teachers in the Higher Education sector. As indicated in Sections 4.7 and 
5.4.2, this triangulated investigation made it possible to achieve comparative analysis of 
the literature from the three perspectives and, also, the fieldwork from the three 
perspectives. In addition, it was possible to compare the information presented by the 
literature and the results achieved by the fieldwork between the perspectives. Overall, the 
manner in which the question of skill requirements had been investigated made both within 
and between analysis possible. F or example, the comparative analysis within 
employment sectors of Company versus Profession discussed in Section 7.11.1, and the 
between comparison of employment, education and student groups, discussed in Sections 
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9.22.1 and 9.22.2. Furthennore, this analysis was possible using either or both literature 
generated and fieldwork generated data. In Section 3.8 Cumming's (1988) indication of a 
degree of symbiosis between the viewpoints of employers and educators was mentioned. 
This study was also to find a close relationship between the skills identified by 'industry' 
and education. This will be discussed further in Section 12.6. 
The vast amount of infonnation generated by this study can probably be appreciated. An 
impression of this can be gained from the lists of skills identified in the literature relating to 
perspectives from 'industry' (Table IlIon page 7.31), students' perspectives (Table VII on 
page 8.31) and teachers' perspectives (Table XI on page 9.21), together with examples of 
statements from the fieldwork attributed to categories as indicated in Table VI (industry) 
on page 7.49, Table X (students) on page 8.52 and Table XVI (teachers) on page 9.49. It 
was, therefore, necessary to focus within this thesis, and particularly within this Chapter, 
on main aspects. Therefore, the most frequently identified skills, those that appeared up to 
rank position 5 in hierarchical organisation, will fonn the major part of the discussion in 
this Section. Further elaboration has been presented in the respective Chapters. 
12.6 What Skills Are Needed from the Perspective of 'Industry'? 
Chapter 7 A addressed the question of the specific skills employers/employees expected 
people entering their employment field to possess. The main features identified by the 
literature was that the skills most frequently identified by those in employment, indicated 
on Figure 3 of Section 7.7, were: 
personal coping skills; 
communication; 
team work; 
interpersonal skills; 
planning and organisation. 
The question addressed in the fieldwork in Chapter 7B concerned the specific skills people 
would need in practice for employment within a service industry (the Company) and 
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professional practice (the Profession). These participants from industry most frequently 
identified the skills indicated below: 
The 'Company': personal coping skills 
thinking skills; 
interpersonal skills; 
communication. 
The Profession: personal coping skills~ 
information technology: 
communication~ 
presentation. 
The common denominators were, therefore, personal coping skills and communication 
skills. Interpersonal skills (including team work) and planning/organisation were also 
mentioned with high frequency by all three contributors. Discrepancies occurred with the 
identification of information technology and reasons for this were proposed in Section 
7.12. Examples of such anomalies serve, however, to indicate that developmental issues 
within an employment field can generate demand for specific skills, albeit of a temporary 
nature. In the past, these have frequently been the sort of demands towards which the 
attention of education, and of staff development within education, have been directed. 
Overall, the results from 'industry' indicated that there was considerable agreement not only 
in the actual skills identified but also in their relative frequency of mention for the two 
employment sectors. 
12.7 What Skills Do Students Think They Need? 
Chapter 8A addressed the question of what skills students perceived to be required of 
someone entering employment, as reported in the literature. The skills most frequently 
identified by students, indicated on Table VII page 8.31, were: 
personal coping skills; 
communication; 
team work; 
planning and organisation; 
interpersonal. 
Chapter 8B explored the same question with students in Higher Education. These student 
participants most frequently mentioned: 
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communication skills' , 
interpersonal skills; 
qualifications; 
personal coping skills. 
Team work, planning and organisation, and work orientation were also mentioned 
frequently by students. 
In comparison with the skills identified in the literature, this indicates consistency in the 
skills most frequently mentioned with the exception of qualifications and work orientation. 
In the literature these 'skills', if that is what they can be called, were less frequently 
mentioned, particularly those related to work orientation. 
The placing of qualifications among the skills most frequently mentioned by students 
participating in this study was an aspect that warrants further investigation. This is 
particularly so because the literature and the fieldwork related to industry perspectives 
indicated qualifications less frequently as a requirement for employment, as shown in 
Table V of Section 7.12. These results may, of course, have been due to formulation of 
the question. For example, it is open to the possibility that the participants from 'industry' 
did not include qualifications because these were felt to reflect academic knowledge rather 
than skills but students may not have discriminated in the same way. It is possible that, as 
yet, skills are not perceived to be attributes that can form part of formal recognition in this 
way. This issue will be considered further in Chapter 12B when the way forward for the 
research is considered. 
12.8 What Skills Do Teachers Think Their Students Will Need? 
Chapter 9 A addressed the question concerned with teachers expectations of the sort of 
skills that their students would need for employment and, therefore, the skills that might 
form part of their teaching. The infrequency of inclusion in the literature of teachers 
perspectives was noted in Section 6.1. From the comparatively scarce published source 
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the skills most frequently identified in the literature, indicated in Table XII of Section 9.18, 
were: 
communication; 
team work; 
personal coping; 
planning and organisation; 
problem solving; 
interpersonal; 
seeking and handling information. 
In Chapter 9B the viewpoint of teachers identified in the fieldwork was presented in respect 
of the same question. The skills most frequently identified, also in Figure XII, were: 
problem solving 
seeking & handling information 
thinking skills 
communication 
personal coping skills 
The first three skills in the above list have traditionally been associated with a Higher 
Education and, indeed, are the capabilities commonly examined through summative 
assessment. When requested to be more selective, analysis of the three most important 
skills indicated that the most frequently identified were: 
communication 
personal coping skills 
planning and organisation 
interpersonal 
When required to prioritise, the skills most frequently identified by the teachers 
demonstrated remarkable similarity to those identified by industry and the students; all 
groups identifying 'Communication', 'Personal coping' and 'Interpersonal' skills with high 
levels offrequency. The low frequency of mention, without prioritisation (Table XII 
Section 9.18), and middle range mention, with prioritisation (Table XIII Section 9.19), of 
Work focused orientation' skills by teachers is in contradiction to the position of these 
skills identified elsewhere. For example, the literature for employers (Table XIV in 
Section 9.22.1), and the fieldwork for students (Table XV in Section 9.22.2 ), indicated 
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work orientation in the mid range and the 'Company' in the fieldwork (Table VII in Section 
7.12) rated this in the upper range of the skills when organised hierarchically. In other 
words, only the literature related to students viewpoints and the fieldwork from the 
'Profession' gave less mention to these skills. 
12.9 How do the Views of Employment Skills Compare? 
The skills that have consistently, throughout this study, been among the top most 
frequently mentioned were communication, interpersonal skills, team work, personal 
coping strategies, planning and organisation. It is proposed, therefore, that these should 
form the core of any taxonomy of skills. Support, in part, for this came from Thompson 
(1993) whose graduates reported always being given opportunities to use communication, 
teamwork and flexibility skills whereas opportunities to use other skills were only 
sometimes provided in the workplace. 
Not only has the study identified similarities in perspectives but it has also shown where 
differences exist. For example, students' emphasis on qualifications, and the consideration 
by teachers alone that seeking and handling information form a key component of 
employment skills. In addition, it has been possible to identify skills which were less 
frequently mentioned by teachers and students but were more frequently identified by 
employers/employees. These might form the basis for the argument that education is not 
providing the skills required by 'industry', for example skills in the category of work 
orientation. This knowledge provides a platform on which to base further investigation 
into the precise behavioural components of these skills from the perspectives of employers 
in order to generate greater understanding on the part of educators. 
12.10 How Can the Skills be Developed? 
An additional component of the study, as part of Questionnaire 2, was directed toward 
identifying the teaching methods that students and teachers felt were particularly suited to 
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the development of the particular skills identified in the study. These will be considered 
briefly in this instance but have been reported at some length in Chapter 10. In particular, 
analysis of the fieldwork data provided information on: 
1. the methodls most frequently identified as suitable for developing transferable skills 
2. the specific teaching method identified most frequently as developing a particular skill 
3. the range of teaching methods that were thought to develop each specific skill 
This study indicated that the teaching methods considered most important by participating 
student and teachers from Higher Education were those that allowed application of theory 
to practice, for example practical, laboratory, workshop and work experience. Concern 
about what actually happened on work experience and the problems for teachers of trying 
to keep in touch with what does go on had been discussed in Section 1.4 and elaborated in 
Section 10.16. In Section 2.3 the need for teachers to develop relevant learning 
opportunities was raised. The two issues could be linked to the prominent identification of 
the practical learning situations. The raised awareness from this study of the significance 
of these teaching methods could act as a stimulus for further investigation into the 
processes that occur during practicals, laboratory work, workshops and work experience. 
Rather than it being a question of teaching methods, since in the strictest sense these cannot 
be said to operate within the work placement, the real issue might be consideration of 
opportunities for learning. This is explored further in Section 12.24. 
F or work experience within the context of National Vocational Qualifications, Haffenden 
& Brown (1989: 144) had identified the need for staff development which encompassed 
both college and industrial staff in order that they might 'learn from each other' and achieve 
'mutual respect for each others' competences'. To achieve this they had indicated the 
importance of improving the communications between industry and education. 
Communication, as apparent from the concluding Sections to Chapters 7, 8 and 9, was a 
theme which kept recurring throughout this study and, as a consequence, was the one 
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selected for the further investigation of the behavioural components of the skills. This is 
reviewed in the next Section. 
Finally, with regard to teaching, this study identified some limitations in the range of 
methods of teaching which indicated the need for additional training, possibly in terms of 
putting them into practice. As indicated in Section 10.6, the results should be regarded 
somewhat tentatively because of possible weaknesses in the research method or technique, 
for example assessment might have been taken for granted rather than ignored. The study 
has identified teaching methods which received infrequent mention by teachers and students 
but which may, nevertheless, provide valuable environments for the development of 
employment skills. 
12.11 What Sort of Behaviour Demonstrates Possession of the Skills? 
It seemed apparent from the foregoing that not only did education have a clear idea of the 
skills employers required but that there was considerable appreciation of varied means by 
which the skills could be developed. The question that arose at this juncture was, 
therefore, what exactly was at the root of the dissatisfaction with education A small scale 
study was carried out on the basis of trying to find out what precisely was encompassed 
within the generic skills. The sentiments behind this were similar to those presented in the 
following argument concerning the Enterprise in Higher Education initiative, namely that: 
"Analysis of skills development allows a more focused assessment of the gap 
between what Universities currently do well and the deficiency on which 
EHE must focus" 
(Thompson 1993:90) 
As indicated in the previous Section, communication was one of the skills that had 
repeatedly appeared high in the list of skills mentioned by all participants within this study 
and, also, in the reports in the literature. Section 6.11 described how many of the skills 
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had been identified using very general tenninology with little accompanying description to 
elaborate the precise behavioural components of the skill. Communication was one such 
skill. Elaborations on the skill amounted commonly to it being written or verbal, of a 
technical or non-technical nature and little else. To examine the behavioural components 
of the skill of communication the study adopted the repertory grid interview procedure for 
the small scale study. 
The information derived from these grids and interviews has been discussed in some detail 
in Chapter 11. The overall impression gained from this small study was that, although 
communication was considered to be extremely important, describing what the important 
features of communication were for employment was not so easy. These observations 
may, of course, be unjustified. The results could rather be due to weaknesses in the 
question asked and/or inappropriateness of the elements provided for the repertory grids, 
elements which had been generated by the questionnaire responses. In addition, although 
the technique itself is purported to be both sensitive and effective, perhaps unfamiliarity 
with the tool provided a stumbling block even though participants were individually 
supported through the process. Perhaps the support was insufficient or inappropriate. 
Then again perhaps, as popular opinion would have us believe, concentration on the 
product, filling in the little boxes on the grid, interfered with the process, the identification 
of components of communication. Irrespective of these considerations, the small scale 
study, as stated in Section 11.2, had been carried out to identify the feasibility and 
potential of studying the issue of skill components in greater detail. As a consequence this 
component of the study has indicated a method by which all the skills could be investigated 
further. 
With due consideration to the above caveats the repertory grid investigation indicated a 
difference in emphasis given to the components of communication bet\yeen the teachers and 
industry representatives in the study. Education, as represented by the teachers that had 
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participated in the fieldwork and those identified as 'expert' teachers, gave greater emphasis 
to communication skills designated as product orientated and interactive, explanations of 
which appeared in Section 11.9. These representatives of 'education' gave less emphasis 
on elements of communication related to written, spoken and personal attributes. From 
the participants representing 'industry' the picture was much more uniform with 
components related to written, spoken, technicalities, product orientation all receiving 
approximately equal emphasis and these rather more than did interactive and personal 
components. From this it would seem that greater consistency in the demonstration of all 
components of communication are required rather than good standards in one or two 
components and weakness in the others. 
On the other hand, the results of the small scale study might be indicative of over 
familiarity with something resulting in its importance being overlooked. If communication 
skills are rated so highly by everyone, and individual aspects are being overlooked due to 
familiarity, it is an area that could warrant investment in terms of staff development. 
Certainly, the teachers in this study had identified communication and interpersonal skills 
as aspects which should receive priority for staff development. 
12.12 How Can Teachers be Helped in Developing the Skills in their Students? 
It was proposed in Chapter 3 that many academics argued that the function of education 
was not concerned with the teaching of skills; they believed, it was said, that skills 
involved low level and routine learning inappropriate for Higher Education. This was 
countered by the argument that being useful in the market doesn't preclude a skill from 
being personally relevant for development (Assiter 1995). 
The picture derived from the discussion in Chapter 3 was one recommending co-existence 
between liberal and vocational education. Similar views were apparent when it was 
suggested that it was: 
1215 
" ..... possible to devise learning processes which enable students to 
develop skills in, for example time management, team work, communication 
or problem solving, whilst still pursuing academic knowledge to a high 
level in disciplines as 'non vocational' as classics or pure mathematics." 
(Archer 1993:189) 
It is, therefore, important to help teachers appreciate how skills development can be 
integrated within their current practices. In this context, investigation of courses had 
indicated that transferable skills were transmitted, developed and fostered by both the 
course content and course process but that this was achieved at different levels of 
specificity and generality (Hitchcock 1987). The introduction into the relevancy debate of 
notions of 'specificity' and 'generality' were to become more important as the study 
progressed. 
One of the early difficulties identified was the lack of consistent terminology for the skills, 
Section 6.7. The various labels by which these skills were known, generic skills, 
employment skills, transferable skills, core skills and so on [the latest being 'key' skills] 
were identified through this study and used as a means of carrying out Literature Search B. 
In all cases, however, further investigation indicated that the same, or very similar, 
qualities and attributes were being encompassed within these labels. 
The need to make requirements explicit was raised in Section 3.3, and the exigency for 
more precise articulation of the skills needed for employment was reiterated in Section 6.4. 
The literature searches undertaken as part of this study had indicated there had been 
activity in this direction, more in some quarters than in others as apparent from the 
differences in studies into skills reported in the literature in Table III, Chapter 7 A from the 
employers' perspective, Table VII, Chapter 8A from the students' perspective and Table 
XI, Chapter 9 A, from the perspective of education. 
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Studies identified in the literature into skill requirements had not however always 
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indicated the specific question asked in order to extract responses related to skills. Where 
questions were included in the reports these had been directed at identifying such aspects as 
benefits and/or disadvantages of employing graduates, skills possessed by graduates of 
different subject specialisms and so on. In addition, studies had frequently been restricted 
to the views of a single group of participants, for example graduates, or employers but 
rarely teachers. Chapter 5 described how this study was directed at achieving the 
perspectives of everyone concerned in the education-employment debate, those in the 
workplace, the future employees and the educators. The outcomes of the investigations 
into the three perspectives are described in the following Section. 
12.13 Issues Arising from the Study 
One of the questions asked at the commencement of this study, referred to in Section 6.9, 
raised the possibility of identifying a taxonomy of general skills for employment. The 
literature had indicated that such a taxonomy was either not available (Bradshaw 1985, 
Hitchcock 1987) or was inconsistent in its description (Section 6.8.1). Through 
comparative analysis of data in the literature with that achieved in the fieldwork, from the 
perspectives of employers, students and teachers, it is suggested that this study is 
significant for the following reasons: 
1. This study has sought to explore the relationship between employment 
skills and education from the perspectives of employers, teachers and students. 
2. The study explored the relationship through direct inquiry of the skills 
considered to be required for employment from the triple perspectives 
indicated above. 
3. As the study used the literature as part of the investigative process it has not only 
drawn together the information gleaned by previous studies but has added to the 
general literature on the subject of transferable skills. 
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As this study encompassed all three perspectives, both within the literature and in the field. 
it is suggested that the results indicate the strong possibility of formulating a taxonomy of 
skills required for employment and that, furthermore, it is conceivable to prioritise these 
skills whilst accepting that, on occasions, there may be slight differences largely arising 
from innovations or changes within a particular employment sector. 
Concerning the second point, all the literature reported in Chapters 7 A, 8A and 9 A had 
addressed the issue of skill requirements indirectly and used a cued response format as 
stated in Section 8.15. In contrast, this study explicitly asked participants to identify from 
their own experience and reflections those skills they thought necessary for employment. 
The question was, therefore, precisely directed and responses were uncued. 
12.14 Issues from the Literature that the Study Informs 
In Section 6.6.3 reference was made to Ball's (1985) assertion that the gulf between supply 
and demand was due to academics concentrating on discipline and vocational skills 
whereas employers saw transferable skills and attitudes as important. The evidence in this 
study, showing comparability between the skills identified by teachers and employers, both 
in the literature and in the field, would seem to dispute this distinction. The assumption 
reported in Section 8.1 (Pollitt 1990), that there was an overlap in the interests of 
employers and students, however, receives considerable support from the evidence of this 
study. 
Similarly, like Dillon's (1992) employers, who did not expect education to be responsible 
for the development of all the required skills, the participants from the 'Profession' had 
indicated that development of some skills was dependent on experience in the world of 
work over a period of time rather than on inclusion within any academic curriculum. In 
the present situation where more is being expected from education with reduced resources, 
particularly teachers and time, investigation of the skills that were considered to be most 
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beneficially developed through educational experience might prove advantageous. These 
statements also generated raised awareness for the need for everyone, government bodies, 
employers, educationalists and students alike, to reassess their notions of the means and 
ends of education. This seemed particularly pertinent in view of the reports in the media 
and press, during the process of carrying out this study, of the requirement for education to 
include within its brief knowledge and understanding of socialisation, morals and ethics, 
the dangers of sex, drugs, smoking, alcohol, solvent abuse, and so on. 
The issue of whether additional attributes were being required by employers was raised in 
Section 6.6.5 together with the query about whether students expectations of the benefits of 
education had increased in view of the lengthy debate on relevancy. Analysis of the 
literature data made it possible to examine this. Individual trends were discussed in the 
pertinent Sections when graphical representations of the skills identified by studies in the 
literature in the 1980s compared to that identified in the 1990s was presented in the 
separate Chapters referring to the employers' perspective, Figure 3 Section 7.7, the 
students' perspective, Figure 8 Section 8.22. The separate Figures were combined to 
produce Figure 19 overleaf and this provides the basis for the following discussion. 
This Figure shows that the considerable increase in employers' expectations regarding 
skills related to 'Personal coping' in the 1990s were not matched by reports of students' or 
educations' perceptions. This would seem to indicate that the demand for increased 
flexibility and adaptability of employees brings with it increased emphasis on personal 
coping strategies. The literature indicated an increase in employers' expectation for 
'Planning and organisation' and to a lesser extent 'Thinking skills' and 'Problem solving' 
than again perceived by students and education. F or the remaining skill categories the 
perceptions of students, education and employers were not too dissimilar and 
demonstrated, on average, only a slight increase in expectations in the 1990s compared to 
the 1980s. 
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The exception is, perhaps, Work Focused Orientation' where the appreciation 
demonstrated by students and by those in industry is not matched by education. It is 
apparent from the preceding Figure that perceptions of requirement for 'Qualifications', 
'Decision making', 'Information Technology', 'Presentation' and 'Numeracy and Literacy' 
converge to quite a reasonable degree between 'industry', education and students but these 
were not skills that appeared among those most frequently mentioned. 
In the 1980s education appeared out of step with regard to 'Reasoning and Arguing' and 
'Analysing and Evaluating'. For the remainder of the skills there appeared to be quite 
diverse views. This applied in particular to Work focused orientation', 'Team \York', 
'Communication', 'Planning and Organisation', 'Interpersonal' skills, but none more so than 
to 'Personal coping skills'. These are the skill categories which consistently appeared 
among those most frequently mentioned. It is possible that expressions of dissatisfaction 
are 'left over' from this period. 
The implications of this representation of viewpoints perhaps supports the conclusion that 
it is degree of emphasis rather than skill per se that is at the centre of the dissatisfaction 
Issue. 
12.15 The Issue of 'Specificity' and 'Transfer' 
In Section 6.8 the issue of skills being specific to employment was raised. In some 
instances the transfer of skills had been included, with knowledge, in definitions of learning 
(Hillman 1992). Whilst acknowledging the importance of the concept of transfer of 
learning it must also be stated that it has been recognised to be a very complex 
phenomenon. In part, this was attributed to confusion about the exact meaning and 
implications of the 'transfer' notion (Oates 1993) and arguments about whether transfer 
occurred spontaneously or not (de Corte 1992). It is argued that good performance in an 
academic context has been taken to infer that future performance in a different context 
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would also be good (Holmes 1995). On the other hand, it has also been suggested that 
skills are domain specific which implies that they cannot be transferred thus. For 
instance, Drew, Nankivell & Shoolbred (1992), when attempting to specify personal skills 
and qualities, had concluded that different skills were relevant to different subject areas and 
individuals. The view of Perkins & Salomon (1988), however, was that, if knowledge and 
skills were context specific, individuals' repertoires of 'mores associated with 
consequences', derived from prior experience, would have to be enormous. 
The teachers in this study did not question the issue of 'transferability' which might be 
taken to indicate their acceptance of the notion, an aspect that warrants further 
investigation through another study. Indeed, Oates (1993) argued that published research 
on transfer, in the main, was concerned with identifying when transfer had occurred rather 
than with identifying practical strategies that would encourage effective transfer or in 
distinguishing types of skills that were transferable. Such identification and distinction 
were, he considered, central issues in the work on core skills, transferable personal skills, 
or whatever term was used to denote the general skills required for employment. In Oates' 
view this work would need to be undertaken by psychologists whereas, typically, 
frameworks and strategies for skill development had been the prerogative of 
educationalists. 
Among the general features proposed by de Corte (1992) as required for transfer were 
appropriate conditions, similarity of situations and compatability of tasks. F or de Corte 
(1992) appropriate experiences needed to be provided in order that both cognitive and 
skills transfer could occur. In particular, he emphasised the need to show how 
transferable skills can be applied to other contexts and the provision of experiences in 
transferring skills as well as teaching how to transfer skills. In particular, de Corte 
mentioned the need to embed learning in situations and tasks that were representative of 
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those in which students would need to use their skills and knowledge in the future. Again, 
the issue of making education relevant arises. 
On the other hand, Oates (1993) argued that conflict, originating from the disparity 
between existing capabilities and the need to perform effectively in the new task or 
situation, drove the modification of skills or strategies used. This line of argument would 
seem to indicate that the use of conflict within education would be beneficial for transfer of 
learning. It is beyond the scope of this thesis to examine this issue further other than to 
indicate that Maund (1994: 11.10), who started her thesis with reference to the scarcity of 
literature relating to conflict and teaching, could find no evidence to suggest that teachers 
either used conflict to stimulate learning, or capitalised on that which occurred naturally. 
She did find that teachers acknowledged that conflict could be positive for learning, 
however. The study also showed that, on the whole, students saw conflict as 
dysfunctional. Conflict arises when a situation requires a skill that is not immediately 
'evident' - raising awareness of the flexibility of skills might encourage students to broaden 
the range of applicability of the skills they possess. 
The similarity/exclusivity of skills issue had also been examined by Perkins & Salomon 
(1988). They distinguished between 'forward reaching transfer' where something learned 
is reflected on and speculation generated as to further applications or contexts, and 
'backward reaching transfer' where characteristics of the new task or situation are extracted 
and matched with reflection to previous experience. Reflective thought was, therefore, 
presented as a key component of transfer. For Perkins & Salomon (1988), transfer was 
not the automatic consequence of learning that it was so often implicitly assumed to be. 
They considered, however, that conventional schooling did little to provide the necessary 
experiences for anything more than transfer of superficial aspects of learning. 
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The viewpoint that specific skills were needed in order for people to transfer skills to 
another setting was held by Onstenk (1992). He suggested that the transfer of skills relied 
on the individual's use of skills and not on some inherent attribute of the skills themselves. 
Perhaps, therefore, it is the skills of transfer that need to be incorporated into teaching and 
encouraged during learning. In the terms used by Perkins & Salomon (1988) these are the 
skills of 'hugging' and 'bridging'. The former requires teaching which links the known 
learning to the required problem, for example using West Side Story to illustrate Romeo 
and Juliet. 'Bridging', they see as the need for the teacher to make general principles more 
explicit in order to encourage students in the processes of making abstractions, connections 
and analogies outside the immediate context. They argue that teachers already behave in 
these ways but that systematic persistence is lost amidst the overwhelming emphasis on 
subject specific activities. 
In conclusion, de Corte (1992) described one who was able to transfer their knowledge and 
skills to new learning tasks and problem situation as an 'autonomous learner'. In order to 
develop such learners, teachers need to relinquish some of the control and adopt a different 
role in the learning situation. From the foregoing, it appeared that this role encompassed 
providing the right sort of environment, appropriate or realistic learning tasks and being 
consistent in making the attributes of skills explicit. The issue of explicitness is examined 
in the next Section. 
12.16 The Issue of Making Things 'Explicit' 
In Section 8.2 reference was made to students' lack of awareness of the personal attributes 
developed by their courses (Drew, Nankivell & Shoolbred 1992). Barnett's (1990) 
suggestion that skills were developed as an intrinsic part of Higher Education, noted in 
Section 9.2, was countered by the Council for Industry & Higher Education (CIHE 1992) 
proposal that policy be introduced that required course provision for skills development to 
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be made explicit by all academic departments. At the same time de Corte (1992) had 
referred to the need to 'teach explicitly and intentionally for transfer'. 
Following investigation of the implication of transferable skills for course design, 
Hitchcock (1987) had noted the absence or poor definition or articulation of the 
relationship between course content, procedures and processes and the skills and capacities 
that were encouraged and fostered in students to prepare them for future study and career. 
He also claimed that, although the required skills were being developed within a course, 
they were not being made explicit. Not only did Hitchcock call for greater clarification of 
what courses aimed to do with regard to developing transferable skills, it was also his 
contention that there should be increased examination of the value and worth of these skills 
in and for employment. This, he believed, would avoid much of the criticism levied at 
courses for not being relevant. 
The need to make reference to these skills explicit in course and class content, for the 
benefit both of teachers and learners, was apparent from two directions. Evans (1990) 
believed that teachers already possessed the necessary expertise from their own academic 
development and research. He identified the issue as one of teachers needing to develop 
'skill transfer'. Taking this into account, together with the suggestions by Perkins & 
Salomon (1988) in Section 12.15, it seemed that teachers would need to explicitly transfer 
the expertise or skills they possessed to their teaching sessions rather than assume that 
students absorbed them by observation alone. This is particularly important since this 
study has shown that the students did not associate demonstration or observation 
particularly strongly with skill development. It had been recognised more generally that 
transferable skills were not something that could be 'picked up along the way' when 
studying for a degree (Brennan et al 1993: 125). Explicitness would, of course, require 
specific identification and declaration of the skills/expertise, the aspect that was addressed 
in the minor study reported in Chapter 11. 
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From the other direction, Tate & Thompson (1994) had argued that student recognition of 
the importance of skills was evidence that students would be motivated to acquire those 
same skills. They also suggested that there should be an emphasis on developing the 
particular skills which students failed to appreciate the importance of. If the first 
statement is true, then the issue might revolve around the inability of the students to 
perceive the importance of certain skills and this would not be helped if those same skills 
were poorly articulated. It is to these issue that staff development should direct attention. 
This is discussed further in the second part to this Chapter. 
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CHAPTER 12B 
RECOMMENDATIONS AND RESEARCH DEVELOPMENT 
Chapter 12A revisited the study reported in this thesis and, in drawing together the main 
strands of the research, issues were highlighted that had implications for staff and course 
development These will be examined in this Chapter together with consideration of ,yhere 
the study could progress. 
12.17 Introduction 
The report of the Education Committee (House of Commons 1996), in making reference to 
the abundance of 'core' skills (which incorporated the terms transferable skills and 
connective skills), proposed that there was limited agreement as to which skills were most 
essential. This study has repeatedly found that there is a high level of agreement between 
'industry', teachers and students of the 'key' skills required with consistent priority given to 
personal coping skills, communication and interpersonal skills in particular. Any 
differences in viewpoints appeared to be in terms of the manner in which the skills are 
demonstrated and in the emphasis given to one or two skills in particular, for example 
'industry' mentioned 'Personal Coping Skills' considerably more frequently. It might be 
suggested that they are all too aware of the stresses that are now a common part of any 
high level work. 
Generalised statements, about the failure of education to provide what employers need, 
imply that the deficiency is one of education not understanding, developing or, indeed, 
being able to develop the skills required. This study, at least as far as 'key' skills are 
concerned, has indicated that the difficulty is rather one of the skills not being made 
explicit by 'industry', teachers or students. 
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The continuing focus on developing and improving these 'key' skills was mentioned in 
Section 12.4. Superseding the reports mentioned in that Section was one by the CIHE 
( 1995) which identified the teaching of these skills, which they termed 'core skills', as 
setting new challenges for teachers. That these challenges could not fail to be addressed 
was apparent from observations that 'core' skills formed part of the Foundation Targets in 
England and Wales, whilst in Scotland a 'core' skills profile was included in records of 
certification (NACETT 1996). In addition, the Education Committee (House of 
Commons 1996) had recommended that any new national award should include, and be 
conditional on demonstration of, competence in core skills. Furthermore, it was added that 
these skills should be delivered through subject teaching. Likewise, the Dearing Report 
(1996) included comprehensive recommendations for the inclusion of 'key' skills in school 
and college-based qualifications. In addition to integrating key skills into existing A level 
syllabuses, he advocated the development of a new AS level in key skills. Within the 
Higher Education sector, the Department for Education and Employment (1996) referred 
to the explicit recognition of key skills by the university admissions system UCAS and the 
number of universities that were investigating the extent to which key skills could be 
developed and assessed within their programmes. This White Paper also indicated that 
moves were afoot for monitoring education and training institutions for the provision of 
key skills in their programmes. The implications of these reports were that key skills 
should form an integral part of course content. 
This study included situations where key skills were integrated within core course content 
and were taught as separate components. There was no difference in the skills identified 
between these two situations either in terms of overarching skills or in detailed description. 
N either was there found to be differences in perceptions of methods by which the skills 
could be taught. This would seem to suggest that integration and separation were both 
appropriate strategies for the development of key skills. However, examination of the 
predominant skill categories identified in this study and consideration of aspects related to 
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the transfer of skills, discussed in Sections 6.8.2 and 12.15, suggest that the better 
approach might be that of integrating skills development into core content programmes. 
In view of the central position staff have in relation to the progress and improvement of an 
education institution (Wideen & Andrews 1987) the following Sections consider what can 
be done to help the teachers and students in the task of recognising and explicitly reporting 
the precise nature of the key skills. 
12.18 Cultural Implications 
It had been argued that staff development was a primary requirement for maximising 
people's contributions to the functioning of an organisation (Stewart 1991). Skitt (1992) 
had similarly indicated the pivotal role of staff development as providing opportunities for 
staff to develop their full potential. It appeared that the use of staff development, as a 
means for teachers to understand and keep pace with such manifold and rapid changes 
(Fenstermacher & Berliner 1985), was as relevant in the 1990s as it had been in the 1980s 
when the original argument had been raised. This was also apparent from the observation 
that staff development was still a key issue for the 1990s (FESC 1988). The focus of 
staff development, within the context of key skills, deriving from this study encompasses 
the perception of benefits for individual teachers and for educational institutions, through 
improvement in provision for students. This view takes account of skill requirements of 
students in non education employment and skill demands of teachers as a consequence of 
changes wrought by self management within the education sector. 
Change, it has been recognised, is a very disturbing phenomenon which causes varying 
degrees of anxiety, disruption, despair, frustration and anger for those individuals 
personally involved. Rather than attributing reproach for such feelings, Bell & Day 
(1991) directed attention to the need to identify whether those involved could manage the 
change unaided and, if not, to examine the assistance that could be provided. Those in 
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education will recognise that attendance at staff development events frequently relied on 
voluntary recognition of the need and willingness to attend either on the part of the 
individual lecturers or by the senior managers of the institution. Bradley, Chesson & 
S il verleaf ( 1983) had observed the poor reliability of identifying staff in need of 
development because of it being taken as a reflection on the individuals capabilities and the 
potential adverse reflection this could have upon promotional prospects. To avoid 
unwillingness to participate and accusations of inadequacy activities to develop key skills 
in teaching staff would need to be sensitively introduced or, better still, included within the 
processes necessary for managing educational institutions and courses. This is considered 
further in Section 12.20. 
Traditionally, retraining and/or updating of teaching staff had been provided for by discrete 
episodes directed at specific changes (Little 1989), for example half or one day workshops 
on the design and operation of integrated assignments. In the past, Marsh (1979) had 
made reference to the 'ad hoc' nature of staff development, and similar comments regarding 
'piecemeal' approaches were again raised by Bradley, Chesson & Silverleaf (1983) while 
Stoney & Lines (1987) later recognised 'patchiness'. Focus on the nature and 
consequences of staff development is increasing with comment being made on the 
contemporary nature of systematic attention directed at the relationship between teacher 
development and educational change (Fullan & Hargreaves 1992). 
Besides the situation of voluntary attendance, the literature also identified that, prior to and 
during the course of this study, staff development tended to consist of organised offerings 
of discrete topics. N either of these arrangements seem to be particularly appropriate in 
the case of key skills. In the first instance, especially if key skills are not perceived to be a 
large part of the responsibility of Higher Education, individual teachers may not be able to 
recognise that they are in need of training and developing in such things as, for example, 
communication skills, interpersonal skills, personal coping strategies (although the latter 
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had become more prevalent with events offered in stress management). Secondly, if the 
emphasis in provision is on correcting deficits in the teacher, this may increase reluctance 
to participate whereas, as is widely recognised, teachers are much more receptive to things 
that overtly relate to the benefit of their students. Finally, the identification analvsis and 
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development of key skills would seem to require more continuous modes of staff 
development than offered by the 'packages' model described above. 
The notion of continuous development had received support, for example Little (1989). 
Indeed, the 'single events for individuals' approach had been considered, by Lieberman & 
Miller (1979), to be in-service training rather than staff development. Real development 
of staff, they believed, relied on a long term wholistic approach. Certainly, the complexity 
of defining and describing key skills would imply that they are not conducive to a 'quick 
fix' mode of staff development. In addition, the study found students and teachers gave 
relatively restricted dimensions of skill attributes, in particular for communication. This 
signified the requirement for the formal instruction advocated by Gallie & White (1993) in 
addition to the continuous staff development. 
The requirement for formal instruction and continuous staff development is particularly 
pertinent since this study has identified that it is not only the development of the skills per 
se that is required but also development of the abilities to conceptualise and transfer the 
skills that is needed. It is, therefore, suggested that, within the context of key skills, staff 
development should be of a more continuous, on going nature, formally organised across 
the whole educational institution and pervading all activities that take place within the 
institution. [This raises the issue that the development of skills for students needs to 
pervade the whole curriculum so that it is continuous for them too.] Taking the 
propositions of the White Paper (DfEE 1996) concerning the extent of the focus on key 
skills, indicated in Section 12.17, this seemed particularly important. How this could be 
achieved is discussed in Section 12.20. 
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It had also been proposed that during periods of restricted mobility in the profession, such 
as existed in a climate of economic recession, staff development was necessary in order to 
maintain people's involvement and interest (Earley & Fletcher-Campbell 1989). It is 
suggested that situations which call for the practice of many of the key skills themselves 
would achieve this involvement and maintain interest in what is to be done and how it is to 
be achieved. Indeed, Burke (1989) had recognised that many initiatives floundered 
because insufficient attention had been directed to the implementation strategies 
identifying, in particular, the lack of consideration given to the problems, concerns and 
experiences of teachers. Staff development that involved everyone would be a reasonable 
way of integrating the requirement for demonstration of key skills within the \ yorking 
environment for the staff. 
The problem of staff ability, in one sense at least, does not seem to be an issue with regard 
to key skills. This study has identified that teachers were aware of the range of key skills 
required for employment and Evans (1990) had indicated that teachers already possessed 
the necessary attributes or skills, at least to some level of ability. This argument was 
supported by Dyson (1995) whose study discussed the similarity between skills for 
research and skills for teaching which encompassed many of the employment skills 
identified by this study. Rather, the problem identified in this study is one of making the 
skills per se explicit and this may well constitute a learning experience for teachers in 
itself. It is also likely that in carrying out the process of developing this explicitness 
greater levels of capabilities in the key skills would be achieved. F or example, having to 
elaborate and provide greater precision of skill descriptions requires enhanced skills in 
identifying, analysing, deciding what to/what not to include, explaining, presenting ideas 
and so on. 
As discussed in Chapter 3 to achieve such developmental changes, both in theory and in 
practice, requires tinle, specific action, a non threatening, non judgmental, supportive and 
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nurturing environment. All of these have frequently been observed as available for 
students during their development, largely provided by the teachers themselves but fe\\" 
, 
have consistently been apparent for teaching staff in the market driven, funding orientated 
situation over the past ten years. It is imperative to take note of the sentiments in the 
following quotation, which suggests that the culture for teacher development must match 
that for student development for effective change to occur: 
" .......... it is virtually impossible to create and sustain over time conditions 
for productive learning for students when they do not exist for teachers, 
[without these] the benefits sought by educational reform stand little 
chance of being realised" 
(Sarason 1990: 144-5) 
Staff development, therefore, has to achieve, and be seen to have, a high profile in 
educational institutions, one which incorporates an ethos similar to that advocated by the 
national standards for effective investment in people in the Investors in People programme 
(Surrey Training & Enterprise Council undated). This entails a 'caring' approach. 
In this context, Section 12.11 raised the difficulty of identifying and describing something 
which had become, as it were, second nature. Assistance is required. That which is 
deemed most appropriate, from the outcomes of this study, would seem to be in the form of 
processes like reflection, self and peer assessment for teachers in addition to appropriately 
handled staff appraisal. By this means, Frazer (1992:64) argued, self critical communities 
and 'learning institutions' would be developed, and this in turn, he stated, enhanced student 
learning. 
12.19 Environmental Issues 
Courses in Business Management include instruction in the art and science of management, 
for example in negotiating, managing meetings, human resource management and so on. 
It is considered that teachers would greatly benefit from similar instruction. Reference 
had been made, however, to the wastage of training and education funds which occurs as a 
result of the educational environment not being conducive to positive growth experiences 
(Long 1990). This situation is likely to arise where learning from staff development 
events encompassing business management strategies cannot be put into practice within the 
work context. Knowledge and experience gained at staff development events needs to be 
practiced and evaluated if it is to be of value. Opportunities to discuss and evaluate 
practice, for example with peers, can greatly assist with the accommodation and 
assimilation of new practices. In addition, supervision and/or mentoring with the 
involvement of peers and seniors would provide the informal training considered in Section 
6.6.8 as important for development of personnel. 
The isolation of teaching was a concern discussed in Section 12.2.1 in contrast to the team 
approach needed for development of appropriate skills identified in Section 10.13. 
Isolation of teachers, Fullan & Hargreaves (1992: 11) believed, incurred problems of: 
limiting access to new ideas and better solutions 
driving stress inward to fester and accumulate 
failing to recognise and praise success 
allowing incompetence to exist and persist to the detriment of students, 
colleagues and the individuals concerned 
providing a climate that allows conservatism and resistance to innovation 
Heller (1982) had recognised the need to provide assistance with change and development. 
Indeed, many of the skills identified as required by students for employment involve 
working together in groups and yet, in education on any general basis, this has tended to be 
the exception for teachers rather than the rule. In large part this may well be a 
consequence of the separation of teachers into classrooms and staffrooms or studies. 
Other factors, such as timetables and departmental structures, served to compound this 
situation by further ensuring that opportunities for teaching staff to work together were 
limited (Nias 1987). 
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The individuality of many responses provided by the participants in the study demonstrated 
the potential for cascading understanding of skill components and teaching methods. In 
most non education employment situations personnel have the chance to learn and develop 
by working alongside more experienced colleagues. Opportunities for teachers to observe 
each other working, and thereby provide a means by which support and feedback could be 
achieved, are few. The time potentially available for this is typically occupied by the 
teacher in preparation, research, marking, writing papers, helping students and so on. 
Altruistic as many of these may be, the real problem, of the lack of time for teachers to 
interact about their work, is quite fundamental to the issues raised by this study. 
As teaching traditionally has not been a team activity, team space is seldom available. 
The provision of appropriate communal physical space and common time is necessary for 
working together. It was apparent from the description of fieldwork with teachers in this 
study that in education, the dominant demand for space relates to the needs of teaching 
students and common time for teachers to meet is difficult to find. Indeed, the 
recommendations by Elton & Pope (1989:267) for the provision of appropriate meeting 
places for the development of collegiality and sharing of ideas in the context of research 
supervision warrant wider application in order to encourage 'academic peer relationships' 
in other teaching situations. The definition of professional development provided by 
F ullan, that is: 
"the sum total of formal and informal learning experiences throughout 
one's career from preservice teacher education to retirement" 
(Fullan 1991 :326) 
would seem to lend support for the importance of this notion of collegiality. Educators 
themselves argue that some of the best learning takes place through the interaction bet\\"een 
peers (Sayer 1993), and a suggestion from this study is that this approach should include 
the development of teachers. Stewart's (1991:128) proposal, that "synergy is gained \\"hen 
individuals work co-operatively and collaboratively in teams", would seem particularly 
pertinent to the issue of making the skills explicit and transferable. Added to this is 
Fullan's (1991) suggestion that a teacher's development depends as much on the teachers 
and administrators with whom his he works as it does on the teacher him or her self. 
This is not to suggest that team work and interaction does not take place in education: 
indeed it does and has grown considerably since incorporation with the increased 
importance of committee work. What is being suggested is that the processes behind these 
events are not made explicit or emphasised, the product of the activity is still paramount. 
What appears to be absent is formal instruction in, and recognition of, the precise expertise 
developed by the adoption of these processes. It is suggested that they be given greater 
emphasis in teacher training programmes and in continued professional development of 
teachers. In education the process needs to be as important as the product and this is. 
perhaps, where the utilitarian emphasis has done a disservice to education. 
Consideration should also be given to the notion, advanced by Saunders (1984), of 
interdependency between organisational development, institutional change, individual 
change and staff development. In contrast to this Long (1990) reported organisations 
which spent little time on developing their people preferring to blame persistent problems 
on individuals rather than the organisation. In the post incorporation climate, staff 
development is reliant on the institutions recognising the need to devote a proportion of 
their income to the development of their own personne1. It is, therefore, important to 
ensure that the resources allocated to staff development are well spent. In this context, 
Edey (1992) had reported the necessity for more directed staff development. Studies such 
as the one reported in the thesis provide an indication of the sort of direction needed. The 
requirements for staff development that are proposed do not necessitate considerable 
funding. Rather, the suggestion is that every opportunity be provided for teachers to \york 
together and interact with each other so that they have the opportunity to develop/practice 
the key skills deemed necessary for employment. 
12.36 
12.20 Requirement for Sensitive Staff Development 
Several reasons have been suggested for failure of development, for example: insufficient 
interest on the part of the providers and the participants; inability of participants to change 
and institutional structure and culture which prevents staff development from functioning 
adequately (Brew 1995). In order to be successful staff development must be sensitive to 
the context in which the participants operate; be knowledge-based, participative and 
collaborative, ongoing, continuous and developmental, with time allowed for reflection and 
analysis. 
It is suggested that the aspect of investigating the transfer issue, discussed in Section 12.7 
would require the type of situation where reflection is a prevalent component. It must be 
acknowledged that this might involve examination of people's core constructs. Certainly 
teachers would, no doubt, considered themselves to be, for example, good communicators -
my empirical work suggests, however, that their views of the components of 
communication skills needed expanding. Since core constructs are encompassed within 
implicit theories they tend to be held onto, change is resisted, so staff development is 
required which challenges core constructs (Pope & Denicolo 1991). This can be 
particularly threatening and would, therefore, require a non judgmental and supportive 
climate, as well as the personal commitment and involvement of the teachers in the 
planning of that development. 
The reflective school of thought encourages identification of strengths and weaknesses and 
discussion of these in groups in order to generate understanding and action. Unfortunately, 
the time set aside for reflection has been eroded by the other pressures exerting influence 
on a teachers resources. F or instance, I could find little evidence of opportunities for 
teachers to provide peer support, guidance and assessment for each other. It is also likely 
that, in order to ensure that such occasions were positive and beneficial, such opportunities 
would need to be focused on some particular aspect requiring examination and 
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development. Such a focus could be the dissemination of the identified taxonomy of skills 
and associated attributes from this study. 
12.21 The Way Forward 
In reviewing the study presented in this thesis, important areas were felt to v'arrant further 
investigation. This Section highlights those aspects within the forum of future action and 
addresses the observation made by Oates (1993), in Section 7.1, concerning the need for 
more supporting theory and evaluation of the topic of key skills. 
12.21.1 Identification of Skills for Employment 
In Section 6.7 Roizen & Jepson's (1985) argument that there was no single view of the 
skills required for employment was introduced. This study has drawn together 
perspectives of skills requirements from a variety of employment sectors and from students 
and teachers involved in various courses. In addition to the perspectives of those in the 
United Kingdom, the study has also incorporated viewpoints presented by researchers and 
participants from throughout the western world, for example Canada, Europe, Australia 
and the United States of America. From these and many more sources it was possible to 
deduce that there was indeed considerable consistency in the sort of skills considered 
necessary. 
All other studies discussed in this thesis addressed the investigation of skills by use of a 
variety of different investigative perspectives, for example, questions about attitudes to the 
vocational implications of courses, perceived benefits of education, the important aspects 
for performing a job, comparison of employment qualities of graduates with non-graduates, 
assessments of the relative importance of skills, skills ranked in order of importance and 
skills thought to be necessary for employment. This empirical study asked the direct 
question about skills required for any job. The information gained was very comparable. 
12.38 
What lies behind the 'labels' given to the skills may present a different picture and such an 
investigation is needed to address the issue raised in Section 8.6 regarding the imprecision 
and variation in skill requirements for different employment. As discussed in Chapter 7:\.. 
the importance of the precise nature of the skills is the key to the relevancy issue 
The implication from the study is that the requirement for the skills was known \x;ithin 
education but that the actual behavioural components of the skills were either not known or 
were implicitly understood by individuals without consensual agreement. Evidence of lack 
of students awareness of the personal attributes developed by their courses (Drew et al 
1992) supports the implicit interpretation, particularly as there had been evidence of some 
satisfaction with the skills of graduates entering the labour market. 
The requirement to examine more precisely what is expected when the skills are 
demonstrated is felt to be an important issue arising from this study. The small scale 
study in Chapter 11 indicated the potential of using the repertory grid technique for such an 
investigation. This is felt to be one important direction for the extension of this study, to 
investigate observable aspects that contribute to satisfactory demonstration and 
performance of the transferable skills. This would, however, require that the skills be 
addressed on an indivicy.ml basis, for example as separate entities rather than being 
subsumed in the general terms of 'transferable', 'core' or 'key' skills. 
Jaques (1991) noted the importance of providing opportunities for students to practice and 
manage the skills within their educational experiences, similar experiences were deemed 
necessary within employment situations (Brennan & McGeevor 1988, Thompson 1993, 
Tate & Thompson 1994). It is suggested that these same requirements are applicable to 
teachers particularly if, as indicated by this study, their behaviour has considerable impact 
on students in terms of acting as a model, Section 10.15. The practice of any ne\ y area of 
learning requires that risks be taken; in education much effort is directed toward avoiding 
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risk. Employers had stated that risk taking and conflict management skills were poorly 
developed in graduates (Thompson 1993). To encourage people to take risks a trusting, 
supportive, non judgmental envirorunent is essential and this, as discussed in Appendix 2, 
has not been the prevalent climate in education particularly since the advent of 
Incorporation and fluctuating financial allocations. 
12.21.2 Transfer of Learning 
The importance of 'transfer' has been noted in Chapter 12A. The issue of transfer of 
learning was accepted unchallenged in this study. Identification of the environment and 
climate which encourage the transfer of skills, appreciation of the processes of, and 
strategies for, transfer and the achievement of appropriate measurement of the performance 
and feedback for improvement are important aspects for which teachers and students need 
an understanding. Perkins & Salomon (1988) argued that the conventional curriculum 
inhibits transfer of skills. Certainly, the changes introduced in courses, discussed in 
Section 7.1 in response to de Winter Hebron's (1979) criticisms, would seem to have had 
only marginal effect since the criticisms continued unabated. The introduction of 
modularisation may serve to further compartmentalise what should be learned. This 
would have implications for transfer of learning unless attention is paid, and supported 
with resources, to the development of integration. This requires the meeting of course 
members on a regular basis so that they can work together as a team, these course teams 
should include representatives from the workplace. Such close collaboration is needed to 
maximise appropriateness between the learning situation and the work situation 
particularly in terms of providing realistic situations, contexts and expectations. This 
would go some considerable way toward achieving the conununication between education 
and industry advocated in Section 12.10. It had, however, been observed in Section 12.3 
that, like myself, others had considered that many influences served to raise barriers 
against this. 
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12.21.3 Implications for Teaching Methods Development 
The investigation into teaching methods for skills development in Chapter 10 identified 
several methods of teaching which received scant attention from the participants in this 
study, in particular, those methods known as Role Play, Self and Peer Assessment. 
Further support for the comparative infrequency of use of such methods is derived from the 
teaching workshops given in various education establishments throughout England. These 
findings might also be an indication of the adoption of strategies which are familiar or 
those which are expected by some authority or, indeed, those which reflect the teachers' 
own learning experiences (Carter 1980). 
It is possible that the hesitancy surrounding the adoption of such teaching methods stems 
from uncertainty about the processes that are involved in these methods. They are, in 
general, methods which delegate greater responsibility for what takes place to the learner. 
Such processes, it is argued, encourage the development of the transferable skills. It is 
also likely that they are teaching methods which do not readily accommodate the provision 
of knowledge in any straightforward manner and teachers have become overly sensitive to 
the provision of knowledge in order to 'cover the course syllabus'. This is not surprising, 
however, in view of all the criticisms levied about the failings of education and the 
emphasis on linking funding to product performance criteria. The difficulty of 
measurement of process development, referred to by the Industry in Education (1996) 
report, may also be of relevance in this connection. The small scale study included in this 
investigation demonstrated that derivation of performance criteria for the skills of 
communication was not straightforward. In addition, the patchy and 'embedded' use of 
assessment, within projects for example, found in this study indicates the need for further 
investigation to enable informed judgement to be made regarding staff development 
requirements. 
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The study also identified the comparatively low frequency of mention of Information 
Technology, both as skills required for employment and as teaching methods for 
developing the employment skills themselves. There are two possible explanation for this. 
With regard to being skills for employment, the White Paper: Competitiveness (DtEE & 
Cabinet Office 1996), based on a Skills Audit survey of multinational companies in 
France, Germany, the United States, Singapore and the United Kingdom, indicated that 
there was increased need for information technology. It was apparent from the situation 
with the 'Profession' in this study that employment sectors might suddenly experience 
innovations in working practices that required enhanced IT skills. Results of the survey 
suggested, however, that the IT skills of young recruits from Great Britain were among the 
best surveyed. With regard to using IT as teaching methods, the report of the Further 
Education Funding Council (1996), chaired by Higginson, identified that although many 
teaching staff recognised that technology could provide valuable support for teaching and 
learning, many were uncertain how the technologies could be used in order to add value to 
students learning experiences. This may have been true for the teachers in this study; 
they may have lacked sufficient experience to use IT in their own teaching. It could also 
be that the necessary resources were not generally available for them to bring information 
technology into the classroom. Certainly, the low inclusion of information technology, 
both as a skill required and as a teaching method, would seem to imply consequences for 
the institution management, for example, in the provision of information on, and experience 
in, integrating IT into teaching and learning. 
12.22 Cost of Failure to Develop Skills 
The consequences of failing to develop the sort of skills discussed in this thesis were 
elaborated in Section 7.1. The specific costs, from the perspective of the authors and 
investigators of the 'Towards employability' report (Industry in Education 1996), were 
taken to represent the views of employers from all spheres of employment. In addition, 
issues were made from a personal perspective, in Section 7.1, regarding the psychological 
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impact. The points raised also had considerable implications for society in general, with 
regard to operating in the competitive market. 
It might also be that there could be further implications for educational institutions and 
, 
therefore, teachers. For example, it was mentioned in Section 12.17 that education and 
training institutions are to be monitored in respect of skills provision. This could be just a 
short step away from satisfactory incorporation and demonstration of skills development 
carrying implications related to funding. 
This study is not, however, advocating a functional or instrumental focus of education. 
As indicated in Section 6.9, the study recognises that, although education is about 
preparing people for work, it has a wider remit. It is the argument of this thesis that 
transferable skills, by whatever name, reside within the domains of education for 
employment and education for lifelong learning. In other words, that transferable skills 
are fundamental to all aspects of life (that of teachers and students) in particular in relation 
to being able to cope with constant change and development. 
12.23 Corroboration of Espoused Theories and Theories in Action 
This thesis has reported that component of the study that investigated the views held by 
teachers and students in Higher Education. The preliminary work done on perspectives 
held by those in Further Education needs to be developed further by the inclusion of 
students' views and extended to teachers and students in 6th Form Colleges. This 
extension would make it possible to see whether the views of skills and teaching methods 
expressed by teachers and students in Higher Education differed from those in other post 
compulsory sectors. 
In addition to examining verbal reports of skill requirements, Section 10.4 indicated the 
need to make observations in practice in order to establish the connection between 
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espoused theories of reported requirements and the use, teaching and learning of skills: III 
other words, the theories in use. 
12.24 Dissemination of Research into Practice 
There is a tendency to think that a doctoral thesis should be written in esoteric and 
impressive language to demonstrate its erudition. On the other hand, there are several 
important audiences for a thesis. A dilemma exists between writing so that the academic 
worth is established, thereby making the work available to the public, and writing so that 
the practitioners can access the main points in the work once it is available. In the conte:\.'t 
of dissemination of research into practice it is important to bear in mind that the former 
may act as a communication barrier to the latter. 
Because of the in-depth nature of this work, its iterative nature and the progressive 
focusing, the volume of data presentation and discussion is extensive. In order that this 
does not preclude dissemination a conscious effort has been made to present particular 
aspects at educational conferences and several published papers have already resulted, for 
example, Harwood & Denicolo (1995) and (1996) respectively. It is intended that a book 
directed at practitioners in the field, in which distillation of salient information and 
recommendations are made, will be produced. Direct dissemination of the research will be 
made through my role with student teachers and as a provider of staff development. 
It was noted by Dyson (1995) that research provided some additional benefits to teaching. 
Reflection on the research process itself indicated to me that the key skills identified in this 
thesis are part of the research process. For example, the skills of planning and 
organisation, seeking and handling information, thinking, numeracy and literacy, critical 
reasoning and arguing, analytical thought and evaluation and problem solving are all 
utilised in the embryonic stages of research. The necessity to put these into practice 
continues during the process of carrying out the research and other skills join them, in 
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particular interpersonal skills and communication skills when the fieldwork is prevalent. 
In the final stages skills in information technology and presentation are required and 
throughout the whole study the need for consistent development in personal coping skills 
are paramount. Am I suggesting that Research is an excellent teaching method by \l,hich 
the key skills might be well developed. Yes, in part I am. The one proviso in the 
suggestion is the lack of opportunity to develop team work skills and this is a consequence 
of the ethos and culture within which the work is frequently carried out and one of the 
criteria by which the process is often judged. All this would seem to indicate the 
importance of including research in educational course programmes as a teachingllearning 
method for key skills, particularly if it were on a group research basis with the teacher 
forming part of the group. If this research were to be conducted to discover the key skills 
required and expectations of how performance would be judged in the field, all the better. 
Such an approach would address several of the issues identified since the commencement 
of this study. These are: 
the requirement for employers to work with colleges in order to ensure the 
appropriateness of education and recognition of qualifications (Smithers & 
Robinson 1993) 
the recommendation for employers to identify the key skills relevant to their 
sector (Beaumont 1996) 
the development and practice of key skills by tackling projects through 
group work to develop team working skills followed by oral presentation 
to peers and discussion on the presentation in the light of what was 
discovered (Dearing 1996) 
allowing teachers, particularly those in Higher Education, to improve the full 
range of their competence in terms of knowledge, understanding, skills and 
experience (CBI 1995). 
Evidence from this study indicates the need to elaborate further on these by: 
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the recommendation for collaborative research (students, teachers and individuals in 
employment) to identify precise attributes of the skills in order to facilitate 
teaching/learning, putting into practice and measuring appropriate standards of 
performance 
the recommendation for collaborative identification of factors which impact upon 
transfer of skills from the education situation to the employment field 
the recommendation that the working environment for teachers be structured so as to 
facilitate the acquisition and practice of the key skills 
the recommendation for provision for teachers of formal instruction in the processes 
of the skills and provision of opportunities to practice the skills within the teachers 
existing work role 
the recommendation for staff development in relation to teaching methods which 
could be utilised to a greater extent for the development of key skills, for example 
reflection, self assessment, peer assessment, role play, formative assessment. 
It is my contention that by carrying out research of the nature indicated in Chapter 11, in 
collaboration with their students and with employers/employees in their potential work 
sectors, teachers could be in the forefront of good practice with regard to key skills. Such 
collaboration would enable all parties to identify appropriate work conditions/opportunities 
for the encouragement of skill development in addition to identifying the skill attributes. 
This would address the concerns raised in Section 10.16 regarding what is learned on \york 
experience and would, furthermore, encourage the integration of learning in the work place 
with that achieved within the education environment. The value of research into teaching 
and learning is an aspect that needs to be emphasised by allocation of resources and the 
establishment of a culture that is supportive and appreciative of such research in all 
academic departments in addition to those concentrating on educational studies. This 
would contribute considerably to the continued professional development of teachers as 
well as to the development of courses. 
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12.25 Conclusion to the Study 
It was apparent from the literature reported in Chapter 9 that education was indeed 
responding to the needs of employment. Bradshaw (1985) argued, however, that this 
response was not sufficient and, furthermore, had not encompassed systematic or balanced 
development of transferable, generic skills. He had reached this conclusion follovving 
examination of the alleged mismatch between employers needs and educational response 
(Bradshaw 1985), but he had limited his investigation to identifying graduates' views. The 
study reported in this thesis, including as it does the viewpoints of students, teachers and 
employers/employees, was an attempt to redress the balance. Since, in the competitive 
climate that existed during this study, the key resource of any organisation was its staff 
there was added incentive to access the views of all parties involved in the education-
employment debate and to compare them. This was important since it was Bell & Day's 
(1991) contention that the most precious resources an organisation had, on both personal 
and professional levels, were its 'people' particularly in situations where there was change. 
Indeed, Bell & Day (1991) went so far as to state that staff were of greater intrinsic value 
than money. 
The importance of assisting teachers in developing people in a way that would enable them 
to achieve their potential was a prime consideration for the outcomes of this study. The 
study identified key aspects that indicate not only important contributions to the key skills 
debate but also to the debate on the development of these generic skills. These issues still 
receive attention (NACETT 1996) but generic names continue to proliferate without 
detailed behavioural descriptions being provided. The suggestion has also been made 
(CIHE 1995) that key skills have become part of the definition of an educated person 
irrespective of their discipline, they are, therefore, seen as bridging the education-vocation 
divide. 
12.+ 7 
I am under no doubt that The National Committee of Inquiry into Higher Education, 
chaired by Sir Ron Dearing, set up by the Government, will continue to identify the 
development of key skills among the purposes of higher education. Whether these will be 
described in more explicit and elaborated terms remains to be seen. The report from this 
Committee is, however, not expected until the summer of 1997. It is hoped that this 
research will contribute in some small way to the projected way forward. 
12.+8 
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ApPENDICES 
APPENDIX 1 
STRATEGY ADOPTED FOR REPERTORY GRID INTERVIEWS 
Background 
The Repertory Grid is one way of accessing an individuals repertoire of constructs, in this 
instance, about the teaching methods considered suitable for developing communication skills. 
Constructs refers to the hypotheses people form about the world based on their experiences 
and they use their constructs to predict future experiences. As individuals have different 
experiences so they have different constructs and construct systems. Constructs are bipolar 
dimensions for rating things, people or situations; they may be cognitive, conative and 
affective or a mixture of all three and may operate consciously or largely subconsciously. It 
is possible for individuals to view or construe communication skills in a similar way and this 
indicates commonality of constructs. Some constructs which have proven to be successful 
ways of viewing the world in the past tend not to be readily accessible to change: some 
constructs are more loosely held hypotheses and are more readily accessible to change. 
Grid Elicitation Procedure 
Elements were drawn from the responses to the Questionnaire item calling for teaching 
methods appropriate for developing general skills. The teaching methods were combined in 
the manner described in Section 10.4 to produce twelve elements. An additional element, 
entitled 'Ideal Teaching Method', was added. The function of this was described in Section 
11.3. This element did not form part of the triad process described below. The participants 
were interviewed separately and the interviews were audio recorded. The interviewee was 
asked if the elements were meaningful for them in terms of knowing about them and/or using 
them personally as teaching methods. Only one novice lecturer was unfamiliar with some of 
them and these elements were not used in that particular grid. 
Constnlcts were elicited initially by presenting the elements three at a time with the question 
"In what way are two of these similar to each other and different from the third with regard to 
the development of communication skills?". 
To lnake it possible for the interviewees to interact with the material, the elements had been 
printed on file cards so that the interviewees could handle them as they were contemplating the 
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ApPENDIX 2 
Elaborating Contextual Factors Relevant to Teachers Perspectives 
on Skills and to Staff Development Issues 
Influences of the Economic Climate 
The background of economic recession, cutbacks in public expenditure and high 
unemployment situation against which this study was set is proffered as a strong 
determinant of the ethos in which teachers would find themselves operating and influencing 
their educational aims. In response to the perceived lower qualification level of Britain's 
workforce compared to that of other countries education was required to become more 
flexible in terms of provision patterns and modes of student attendance (Mansell 1986, 
Cuthbert 1988). The constantly changing situation required that educational institutions 
be responsive, dynamic, imaginative and creative (Westoby 1988). These demands for 
applied to the requirements for the workforce of industry (Bailey 1990). The trend for 
increased flexibility, wider range of knowledge and personal skills was expected to 
continue (National Commission on Education 1993) Thus, educational institutions were 
required to be both flexible themselves and to develop skills of flexibility in students; to 
achieve these goals teachers would also need to think, act and 'be' flexible individuals. 
Earley & Fletcher-Campbell (1989) had questioned whether the steep hierarchies and tight 
role definitions existing in education institutions would accommodate the rapid rate of 
change necessary and the need to address organisation structures had been raised by 
Cuthbert (1988). 
The circumstances of there being fewer jobs chased by more people and the high level of 
unemployment was not a temporary phenomenon (NATFHE 1983). Such a climate 
emphasised the benefits of achieving appropriate knowledge and skills that would place the 
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individual in a favourable position to gain employment in a highly competitive labour 
market. This situation was well appreciated by students and their parents/guardians, 
many of whom were themselves faced with employment insecurity. 
Teachers were being bombarded from all directions for their failure to respond to the needs 
of employers, the economy and society. Concern had been raised as to education's and by 
, . 
implication the teacher's, ability to respond rapidly, flexibly and appropriately to the ne\\" 
challenges (Stoney & Lines 1987). Gleeson & Mardle (1980) described the lack of clarity 
of curriculum relevance to the work-place and student dependency on lecturers' 
interpretations of requirements. It was noted that academics alone could not judge 
relevancy but required the views of practitioners or employers in course development 
(Neocosmos & Stoddard 1988). 
The launch ofNVQs was seen by many academics to be an implicit attack on the value of 
existing academic qualifications (Corrigan, Hayes & Joyce 1995). Together with 
standardised tests, new teaching methods, and a range of interventions, these were 
predicated on the assumption that problems were largely to do with defects or deficiencies 
of teachers (Hargreaves 1994). Mandated and purportedly teacher-proof curriculum 
guidelines had been introduced. 
The appointment of new staff to cover deficits was severely curtailed for several reasons. 
For example, by the shrinkage in funding (Heller 1982), insecurity in the constancy of 
student numbers from one year to the next and, in particular, by the liability for salaries 
shifting from local education authorities to educational institutions themselves being 
accountable for the payroll emanated from changes introduced by the {Great} Education 
Reform Act (1988) which culminated in Incorporation (Theodossin 1992). This Act had 
2/2 
impinged considerably on the climate of education, as is discussed in the following Section. 
The Effects of Incorporation 
In general, educational institutions moved into self management under circumstances of 
poor capital standing. For example, it was estimated by the National Commission on 
Education (1993) that Polytechnics, granted corporate status in 1988, commenced their 
independency with a backlog of maintenance requirements amounting to £ II ,3 5 0 million 
and a requirements for future expenditure of £45 million to meet health and safety 
regulations. The introduction of self management for educational institutions had 
orientated colleges and universities to become businesses and this required the rapid 
generation of income by individual institutions to a greater extent than every before (Bell 
1991). This, in combination with the stringencies of funding, meant that educational 
institutions had to become much more 'commercial' and a new 'mind set' on the part of all 
the staff was required, as well as shifts in philosophy, attitudes and approaches. It ,\'as 
proposed that corporate status would offer opportunities (Neocosmos & Stoddart 1988) 
and this would incur second order changes (Zuber-Skerritt 1991). The impact of this on 
the roles of everyone within education had, perhaps, not been fully appreciated. Reforms 
of this nature we felt to fail (Edey 1992) because attitude change was painful and, 
therefore, unlikely to occur in teachers (O'Hare 1986). A possible explanation is that roles 
are tied up with self concepts and attitudes. 
The effects of Incorporation were considerable. Those identified by Cuthbert (1988), for 
example, were: 
greater autonomy 
greater personal liability, particularly for Governors 
increased accountability 
changes in roles and relationships 
emphasis on management and leadership for principals 
freedom of choice of organisational structure 3/2 
Concurrent with corporate status, were changes in organisational structures and 
responsibilities and these are discussed in the following Section. 
Institutional Structure and Organisation 
Cantor & Roberts (1986:249) had commented on the 'bewildering and exponential 
character' of the changes exerting influence on education at a time when it needed to be 
'sensitive to, and respond quickly to, changes in industry and business and, indeed, in 
society at large'. The need to comply with multiple innovations, greater pressures and 
increased intensification of teachers' work arose at a time when, as stated by Hargreaves 
(1994), little had changed in the working conditions of teachers beyond deterioration. In 
these circumstances, Payne (1991) recognised, that a change in the 'state of mind' would be 
necessary if educational institutions were to survive. 
Typically, as discussed in Section 1.3, the environment of teaching staff had been one of 
isolation supported by conditions such as teaching alone, segregated classrooms and 
staffrooms/studies, and building arrangements, reinforced by timetables and sustained by 
overload (Fullan & Hargreaves 1992). Rosenholtz (1989) described how the isolated 
working conditions, where teachers seldom saw or heard each other teach, established 
insulating boundaries around their working lives. The dearth of sharing and discussion 
was attributed to pressures on time (Sarason 1990) but the educational culture 
was also blamed. 
The situation of isolation had been seen by Fullan (1991) to provide protection from 
scrutiny and a barrier to improvement. A sense of powerlessness in the face of externally 
imposed pressures was reported; a powerlessness that was said to: 
" .......... eat away at the teacher's sense of his or her own capacity 
to make a difference" 
(Fullan & Hargreaves 1992:54) --t'2 
Likewise, protection of discipline and department status was apparent. The tendency to 
protect department interests rather than consider the interests of the organisation as a 
whole had been described as the 'robber barron' syndrome (Saunders 1984). Similarly_ 
others had recognised that the organisation of colleges and universities into independent 
Departments caused deterioration in relations as well as threatening the 'raison d'etrc' of 
educational institutions (Gleeson & Mardle 1980). 
Edey (1992) had identified examples of staff responding flexibly in spite of the college 
organisation but close examination indicated that this was more probably due to difficulties 
associated with administrative processes. Sarason's (1990) solution to such a situation 
was attractive. He argued that if something was educationally beneficial but 
administratively difficult, the solution was to change the administration. Unfortunately, as 
with the hospitals, so frequently the solutions had been to increase the administration 
processes (Desombre 1996). The difficulty seemed to be on a different level in Gleeson & 
Mardle's (1980) study, where only the Principal and his [sic] immediate subordinates 
identified with the college as a whole whereas everyone else identifying \\"ith hislhcr own 
department. Turner (1990:3), noting the competitive nature of the pyramidal structurc, 
had expressed the view that the hierarchical structure tended to 'defeat the best laid plans' 
and 'sabotage' the purposes of the organisation by increasing resistance to change. 
In contrast to the 'Balkanised culture', characterised by strong segment boundaries and 
personal identification with domains (Hargreaves 1994), the notion of educational 
institutions becoming self managing organisations necessitated, I suggest, a move toward a 
'Corporate' view which implies: 
" .......... seeing the institution as a whole and taking action to build on strengths, 
remedy weaknesses, exploit opportunities and circumvent threats" 
(Cuthbert 1988: 119) 
In the early 1990s a period of change in educational institution management stnlcture 
-I') :) .... 
occurred: a movement from the pyramidal hierarchv to a flatter structure in which 
.I 
emphasis was place on middle management taking greater responsibility. Departments or 
Faculties were frequently broken down to form smaller units of operation, sometimes 
referred to as Sections or Schools, with each sub-division given operational responsibility. 
The flatter organisational structure meant that teachers \yere closer to, and more intimately 
affected by, the management and decision making processes than previously. Many 
teachers found themselves in management positions without the benefit of an understanding 
of management principles, nor with managerial experience or training (Squires 1987). 
This situation also applied to many senior personnel within educational institutions, e.g. 
Principals and Vice Principals, who were required to demonstrate fairly high order 
management knowledge particularly of a financial nature (Cantor & Roberts 1986). The 
training that had been available for the increased management responsibilities \yas said to 
have been fragmentary and far from universal (Earley & Fletcher-Campbell 1989). 
In addition to the inclusion of a management role, Hargreaves (1994) had noted how the 
work of teachers' in Great Britain was being re-defined ever more \yidely to encompass 
social and emotional aspects as well as academic ones. He had observed how difficult, if 
not impossible, it was to meet goals and expectations when they were expressed in these 
diffuse terms, reiterating Fullan's (1991) concerns about underestimating the impact of 
change on professional self definition. The affect of changes in teacher's role and 
expectations were discussed in Section 9.4.3. 
Affects of Externally Imposed Changes 
It had been observed that during times of recession and economic stringency the degree of 
priority which industry should place on working with education should increase (Jamieson 
& Lightfoot 1982). Unfortunately, the Council for Industry and Higher Education (CIHE 
1990) also identified depressed economic conditions as being a reason why compallics 
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might withdraw from collaborati . 
ve programmes as well as havmg a marked ad\\.~rsc effect 
on education and training budgets. 
Innovations derived from the viewpoint of what industry and society required were 
communicated through the initiatives discussed in Section 2.4 - a top down approach 
(Barnett 1990). Indeed, most of the literature on educational change had been identified as 
based on the 'outsiders' perspective (Haffenden 1990), the few insiders' \"ie\\"s being 
generated by senior personnel, for example principals, head teachers, and senior staff 
rather than those 'at the chalk face'. The problems associated with 'top-down' change, 
where plans were made in 'central office' and announced to implementers, had been 
identified by McLaughlin & Marsh (1978). It was recognised that imposed changes, 
particularly of a major nature, left those involved with the implementation of the changes 
feeling confused and invariably led to frustration and hostility (Saunders 1984). Change 
seen by the innovators as evolutionary, signalling challenge and exciting opportunities for 
development might, alternatively, be viewed as revolutionary, evoking anxiety, fear and 
fight for survival, by those required to put it in practice (Stewart 1991). The situation of 
lecturers having to live with the consequences of imposed change and the likelihood of 
them employing strategies to circumvent the change had been raised by Burke (1989) when 
he discussed how outward compliance could lead to very little real change in practice. 
However, Storrie (1983) had suggested that inertia or resistance to change should not be 
regarded as unambiguously negative, stating rather that it was a necessary and inevitable 
process that had to be worked through. 
The rapidity with which educational initiatives were expected to be implemented was also 
the subject of concern. That educational innovation was difficult, time and energy 
consuming, not to mention costly, had been raised by several writers (Dalin 1978, Fullan 
1991). The expectation that education could adopt the changes so rapidly was countered 
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by the argument that the complexity fl· . . , . . . . 
o a arge mstitution s structure nutigates agamst rapId 
change (Thrower 1988). 
Differences in organisations abilities to change was apparent from the observation that 
some educational institutions readily adopted initiatives and led the field \\'hilst others 
preferred to adopt a slower pace and learn from the experience of others (Field 1988). 
In addition to the impact of organisational structure, referred to in the Section headed 
'Institutional Structure and Organisation' the style of approach probably relied heavily on 
several important factors, namely; 
• 
• 
awareness, knowledge and understanding of the initiative within the organisation~ 
presence of significant people, often those most senior, who were able and willing 
to be proactive, change agents; 
• financial and emotional support from those in positions able to provide these~ 
• an environment which encouraged risk taking and did not condemn those \\'ho took 
chances and made errors. 
In connection with the first item, in a personal discussion, Haffenden (1991) had raised the 
point, derived from his research, that leaders implementing initiatives were those who had 
close contact with the official bodies responsible for the initiatives, and who had been 
requested to participate in the initiative during its development. By coincidence, he noted, 
these institutions were often geographically located at convenient commuter points from the 
authority. Alternatively, of course, it could have been that an organisation became 
'known' for being proactive and innovative, and that this was \\'hy they were approached to 
participate in a study. Which ever may be the case, the remaining listed points would 
seem to be essential if individuals and organisations are to accept 'ownership' of any 
change. Ownership had been identified as one of the important conditions for introducing 
change (Stewart 1991, Field 1993, Hargreaves 1994). 
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Role Uncertainties 
It was noted in 'Institutional Struct dO'" . ure an rgamsatIon that change could also Impact 
upon what . d f' d' 'd was reqUIre 0 III IVI uals. Changes which encompassed a movement from a 
strongly hierarchical and directive mode of working, such as the 1) "pical situation prior to 
Incorporation, to one stressing consensus and participation \yould involve major changes in 
the assumptions which every individual member of staff made about his or her role and 
relationships with one another, as well as what would count as legitimate and acceptable 
behaviour (Bennett, Crawford & Riches 1992). 
In the 'new' market economy climate of education, Hall (1988) had remarked on the 'almost 
Pavlovian' reaction to the idea of earning money whereby viable and educationally sound 
courses were curtailed in order for staff to concentrate effort on full cost courses. Implied. 
within this intensified activity, was the requirement for teachers to be aware of. and 
become concerned with, the operating costs of the institution; activities which, in the past, 
had been far removed from the instructional concern of the teacher (Westoby 1988). This 
situation required teachers to move beyond the roles of course designers, facilitators, 
material developers and assessors proposed by Haffenden & Brown (1989) and 
considerably expanded the postulated responsibilities of teachers outside the classroom 
(Bennett et al 1992). Teachers were being required to think and act like managers in a 
business sense. Change was occurring at such a rate that there was little time between 
modifications and innovations to enable those individuals most intimately affected to 
become acclimatised to the new demands. 
Resistance to Change 
The most commonly proffered interpretation for failure to change \yas one of resistance. 
Rather than attribute problems to resistance to change, Hargreaves (1994) offered the 
notion of differences in time perspectives of teachers and administrators as creating 
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barriers to implementation. His argument was that teachers operated within a 'polychronic 
perspective' whereas administrators tended to operate \yithin a 'monochronic time 
perspective'. The former, he claimed, emphasised personal relationships and flexible 
management of simultaneous demands in a closely packed classroom situation whereas the 
latter was driven by concerns for productivity and accountability \yhich relied on tight 
control of work components and fulfilment of linear objectives. The different time 
perspectives would set up variation in expectations. Failure to meet these might be 
interpreted as intentional action on the part of the other party rather than misconception 
due to variant perspectives. 
The need for time to carefully plan, fully consult and sensitively implement, those aspects 
considered to be essential components of change, had been reported by the National 
Commission on Education (1993). Given these many pressures and a greater focus \yithin 
education on the enormity of the ongoing changes, it is perhaps not surprising that there 
was limited report of teachers perspectives in the literature. 
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APPE~l)JX 3 
COPIES OF QUESTIONNAIRES 
1. QUESTIONNAIRE TO 'INDUSTRY' 
2. QUESTIONNAIRE TO STUDENTS 
3. QUESTIONNAIRE TO TEACHERS 
i am currently engaged on personally funded research as a PhD student registered with the 
Jniversity of Surrey. My research involves a study of the learning skills in relation to the 
,expectations of future employers. I would be grateful for your assistance in this study and 
~eek your participation by requesting you to respond to the following questionnaire. 
Ann Harwood 
•••••••••••••••••••••• 
How long have you been employed in your present profession? 
.......... yrs 
~. Have there been any changes in your working role over the past 5 years 
with regard to capability or skill requirements? 
L If yes, please elaborate 
Yes/No 
........................................................................................................................... 
.......................................................................................................... , ............... . 
........................................................................................................................... 
.................................................................. 
4. In the first column on the following sheet list the generaVtransferable skills that 
you consider important for anyone entering your profession. These should not 
be knowledge based or subject specific but those skills which would complement 
knowledge to enable anyone to perfonn well in the work role. 
5. In the second column on the following sheet indicate where you consider the 
skills you identified in the first column can best be aequired e.g. fonnal 
education and training, practical experience, from length of service, etc. 
6. Of the skills identified in question 4 choose the THREE you see as being 
most important or relevant 
1. 
, .............................................. , ............................................. , 
2. . ........................ , ....................................... . 
3. 
Would you kindly indicate the position you hold within the company 
I would like to thank you for completing this questionnaire and assure you that 
your replies will be kept completely confidential. To ensure this I enclose a 
stamped-addressed envelope for the return of your completed questionnaire. 
To cl1:Jble me to assess for ~cl1dcr bias would you nlC:Jsc indicate (by ticking) 
Column 1 Column 2 
Generalffransferable Skills Means of aCQuisition 
. 
Dear Student, 
1. 
2. 
We are currently engaged, with colleagues in Portugal, in a comparative study of 
teachingllearning skills in relation to the expectations of future employers of graduates 
and are seeking your assistance in this. We feel it is important to obtain the viewpoint 
of students and would, therefore, ask you to participate in this study by completion and 
return of the following questionnaire. 
Dr. P.M.Denicolo 
Director 
Professional Courses Unit 
Mrs. A. Harwood 
Research Assistant 
••••••••••••••••• **.* •••• 
Have you ever worked in industry or commerce in any capacity? YES NO 
How long were you employed in industry or commerce? .............. years 
3. How long ago was this experience? years 
4(a). Do you have any contact with industry/commerce as part of your 
present course of study? YES NO 
4(b). If the response above is yes, please indicate what this involves 
5. 
6. 
7. 
.......................................................................................................................... 
............................................................................. 
What course are you taking at the present time? 
.......................................................................................................................... 
Are you taught totally in a face to face situation or by other modes 
of delivery? Please elaborate your answer with a brief description. 
......................................................................................................................... 
.................................................... , ....................... . 
Is your attendance on the course Full or Part time or is your 
pattern of attendance some other type? Please elaborate your 
answer with a brief description. 
...................... ........................................................ , ......................................... . 
8. 
9. 
Is the course studied on a traditional continuous basis or is some other 
pattern followed? Please elaborate your answer with a brief description. 
....................................................................................................... 
............................................................................. 
Please indicate your age group by circling the relevant one 
1 7 - 2 1 yrs old 22 - 26 yrs old 27 - 31 yrs old 
32 yrs old or more 
IO.(a). In the first column on the following sheet list the general skills you hope your course 
will develop in you. These should not be the knowledge base or subject specific 
skills but those skills which you could use in any job. 
IO(b). In the second column on the following sheet identify the teaching method which you 
feel most contributes to the development of each skill. 
IO(c). Of the skills identified in question IO(a) choose the THREE most relevant or 
important. 
Please complete your responses to questions IO(a) and IO(b) on the following separate 
sheet. 
To enable us to assess for any gender bias would you please indicate (by ticking) whether 
you are 
. Male Female 
We would like to thank you for your time and effort in completing this questionnaire 
and assure you that your replies will be kept completely confidential. To ensure this 
we attach an addressed envelope in which you may return your completed 
questionnaire through the post. 
Thank you . 
Dr. P. Denicolo and Ann Harwood 
Department of Educational Studies, 

r 
Uear Teaching Colleague, 
We are currently engaged, with colleagues in Portugal, on a Treaty of Windsor 
research project consisting of a comparative study of teachingllearning skills in relation to the 
lxpectations of future employers of our graduates. We would be grateful for your assistance 
.n this study and scek your participation by requesting you to respond to the following 
1tuestionnaire. You may like to be reassured that the project has been approved by the 
iJniversity and that your Head of Department is aware of our approach to teaching staff. 
1. 
Dr. P.M. Denicolo 
Director 
Professional Courses Unit. 
Mrs. A. Harwood 
Research Assistant 
*************************************** 
Have you ever worked in industry or commerce in any capacity? .,. 
2. How long ago were you employed in industry or commerce? 
3. How long ago was this experience? 
4(a). Do your present professional responsibilities include any contact with 
industry/commerce? 
4(b). If the response above is yes, please indicate what this involves 
S(a) Identify the subject areals that you teach 
S(b) In which course do you have your major commitment as a teacher? 
S(c). Have there been any changes in your teaching role over the past 5 years? 
S(d). I f yes, please elaborate 
......................... . .......................... . 
YES NO 
.. ......... yrs 
.. ......... yrs 
YES NO 
YES NO 
......................................................................................... 
7. 
8. 
9. 
face-to-face situation or by other modes of delivery? Please elaborate your 
answer with a brief description. 
........................................................................... 
Are the students on that course registered as Full or Part time students 
or are both types of registration allowed? 
Is the course studied on a traditional continuous basis or is some other 
pattern followed? Please elaborate your answer with a brief description. 
Indicate the approximate percentage of age groups of the students you teach. 
17 - 21 yrs old .......... % 22 - 26 yes old .......... % 
27 - 31 yes old .......... % 32 yes old or more ......... % 
10(a) In the first column on the following sheet list the general skills that you hope your 
course will develop in your students. These should not be knowledge base or 
subject specific but those skills which they could use in any job. 
1 O(b) In the second column on the following sheet, identify the teaching method which 
you feel most contributes to the development of each skill. 
IO(c) Of the skills identified in question IO(a) choose the THREE most relevant or 
important 
Colunm I Colunm 2 
Skills developed in students contributing Teaching methods 
- --
-- - - --- ---
-~-----~-----------------
Il. What has led you to believe that the generic skills you have listed are those 
required by industry/commerce? 
.............................. 
12. Have you ever investigated the skills requirements of industry or commerce 
(a) in general? YES NO 
(b) with respect to the particular career your students 
are likely to follow? YES NO 
13. If you have answered YES to either 12(a) or 12(b) describe briefly how this was done 
Formal investigation 
.................................................................................................................. 
..................................................................................................................... 
........................................................................................................................ 
Informal investigation 
......................................... , ............................................................................. . 
........................................................ 
. ......................... , ..................... , ......... . 
14. Have your Department or Institution ever investigated the skills required 
by industry or commerce 
(a) in general? YES NO 
(b) with respect to the particular career your students 
are likely to follow? YES NO 
15. If you have answered YES to either 14(a) or 14(b) describe briefly how this was done 
Formal investigation 
........................................................... ................................................ , ......... , 
........................................................................................................ 
.............................................................................................. , ............ . 
~. 
17. 
Informal investigation 
.................................................................................................... 
........................................................................ 
For each of the following areas please indicate how you have been able to 
keep up to date with changes or developments in practice 
Industry/commerce employee requirements 
Teaching method possibilities 
In your opinion what are the THREE highest priority areas for staff development for 
teachers in Higher Education in general? Please indicate your ranking (1, 2 and 3) 
beside those selected. 
initial professional training 
updating skillslknowlcdge 
management training 
special project updating 
development for promotion 
problem solving training 
otllcr (Pleasc specify) 
induction of new staff 
group skills training 
subject specialism training 
counselling and welfare training 
training for re deployment 
interpersonal/communication 
skills training 
We would like to thank you for your time and effort in completing this questionnaire 
and assure you that your replies will be kept completely confidential. To ensure this 
we have supplied an addressed envelope for the return of your completed questionnaire 
through the post. 
Part of our study requires us to take account of students' viewpoints on some of the 
issues which you have addressed in this questionnaire. This would involve the completion 
of a short questionnaire (copy enclosed) by a representative group of students following 
the course identified by you as your major commitment [response to question 5(b)]. If 
you are willing to allow your students to participate would you indicate the approximate 
number in your group by circling the most appropriate category given below 
less than 10 II - 20 21 - 30 31 - 40 41 - 50 
51 - 60 61 - 70 71 - 80 over 80 
If you are able to assist us with this would you indicate your name and the location 
where we may contact you (preferably telephone number and/or extension). 
Name .................................................... . Telephone No. .. .................... .. 
To enable us to assess for any gender bias would you please indicate (by ticking) whether 
you are 
Male Female 
In addition to obtaining completed questionnaires it may be helpful to interview some 
participants personaily in order to explore responses further. This is likely to take one 
session of approximately 30 minutes. Would you be willing to co~perate in this and 
be available (at your convenience) for an interview? 
Thank you 
YES NO 
Dr. P. Denicolo and Ann Harwood 
Department of Educational Studies 
University of Surrey 
Guildford., Surrey. 
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